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Abstract 
 
The dawning of democracy in South Africa necessitated some changes in many 
spheres of government including education. There was a dire need for educational 
transformation from the apartheid education system, which favoured white South 
Africans, to an inclusive education system. This transformation was crucial to 
address and/or redress the neglect and/or exclusion of other learning areas in the 
school curriculum especially in South African rural schools. One of the learning areas 
that were neglected was Arts and Culture mostly in the rural schools. There is, 
however, overwhelming evidence that the inclusion of Arts and Culture learning area 
in the school curriculum lacks proper planning and preparation. Educators 
responsible for this learning area, therefore, experience enormous challenges in the 
implementation of Arts and Culture, especially in rural schools. This study 
endeavoured to investigate the prevailing challenges faced by educators in the 
implementation of Arts and Culture in the rural schools of the Libode Mega-District in 
the Eastern Cape Province of South Africa. The investigation of these challenges was 
conducted through the exploration of this main research question: What challenges 
do educators face in implementing Arts and Culture as a learning area in the new 
curriculum? Other subsidiary questions were also derived from the above main 
research question. Ten schools from the population of schools in the Libode Mega-
District were randomly sampled from which participants in the study had been 
selected. All data in the study were obtained from these participants. Questionnaires 
and in-depth interviews were the instruments used to collect data. In-depth 
interviews were done on the day I collected the questionnaires on all participants. 
Data collected through the use of questionnaires was analysed using the Statistical 
Package for Social Science (SPSS).  
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Data collected through interviews was first coded to form units according to 
similarities and/or differences among units. Units were thereafter grouped into 
clusters to form domains in order to discover relationships between domains.  
 
 
Challenges faced by educators, as per the findings of this study, were; inadequate 
teacher training, lack of infrastructure, lack of adequate support from other 
stakeholders and lack of teaching and learning material relating, mostly, to the 
practical side of this learning area.  
 
Key-words: Arts; culture, learning area; educators; rural, GET, challenges. 
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CHAPTER 1 
 
INTRODUCTION AND ORIENTATION 
 
1.1 Introduction 
 
This study examines challenges experienced by Arts and Culture educators in 
implementing Arts and Culture as a learning area in the Revised National Curriculum 
Statement. The study focuses in the rural schools in the Libode Mega-District which 
fall into the General Education and Training (GET) Band. Ten schools from the 
population of schools in the Libode Mega-District, in the Eastern Cape, were 
randomly sampled for data collection. 
 
According to the Revised National Curriculum Statement-Arts and Culture Document 
(2001, p. 24) “Arts and Culture are an integral part of life, embracing the spiritual, 
material, intellectual and emotional aspects of human endeavour within society”. It 
goes on to say that “culture embodies not only expression through arts, but life 
styles, behaviour patterns, heritage, knowledge and belief systems.” 
 
 In conducting the study I have used both quantitative and qualitative research 
designs. This helped me to establish the degree of congruence between the verbal 
responses gathered through the use of qualitative design and the statistical evidence 
proffered in the quantitative data collection and analyses. The use of quantitative 
design was also important for enabling statistical analyses of data so as to establish 
the extent to which educators view the perceived challenges in implementing the 
Arts and Culture learning area (McMillan and Schumacher: 2006).  
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Chapter 1 of this dissertation focused on the following aspects:  Background, 
Theoretical Framework, Problem Statement, Research Questions, Significance of the 
Study, Rationale, Delimitations of the study, Conclusion and Definition of Key Terms. 
Chapter 2 dealt with literature review.  
Chapter 3 focused on ethical issues, the target population, sampling, research design 
and research instruments, validity and reliability of research instruments, and data 
collection. Chapter 4 presented research findings. Chapter 5 focused on data 
analysis, summary, implications and recommendations, limitations and conclusion.   
 
 
1.2 Background of the Study 
 
The dawning of democracy in South Africa necessitated some changes in many 
spheres of government including education. There was a dire need for educational 
transformation from the apartheid education system, which favoured white South 
Africans, to an inclusive education system. This transformation was crucial to 
address and/or redress inter alia the neglect and/or exclusion of other learning areas 
in the school curriculum especially in South African rural schools. This is evident in 
this edited excerpt from the South African Department of Education (Curriculum 
2005 framework document: 1995)  
            
Certain areas of learning (mathematics, technology, science, home languages, and arts), and 
certain aspects of education and training (the development of occupational skills and 
guidance regarding available occupations and their prerequisites) have either not been 
equally available to all learners in the past, or have been grossly neglected. 
 
This led to the insertion of Curriculum 2005 (C2005) which was designed by a task 
group appointed by the South Africa’s Department of Education. C2005 was faced 
with a number of challenges which prompted the then South African Minister of 
Education, Kader Asmal, to appoint a committee to review it. This committee was 
known as The Review Committee on Curriculum 2005 and was chaired by Professor 
Linda Chisholm.  
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The report tabled by the review committee on 6th June 2000 to the minister was 
critical of both the impracticability of C2005 including the large number of learning 
areas; the excessively technical Outcome Based Education (OBE) jargon; the 
inadequate training provided for teachers; the unavailability of suitable teaching and 
learning materials as well as its conceptual bases (Review committee report on 
C2005).  
 
The Revised National Curriculum Statement (RNCS) was the end product of the 
review of C2005 which inter alia echoed the inclusion of the Arts and Culture 
learning area in the South African school curriculum.  This inclusion was firstly 
advocated by the Reconstruction and Development Programme (RDP). In 1994 the 
RDP encouraged the inclusion of arts education in the South African schools 
curricular covered by the GET band, Further Education and Training (FET) Band, and 
Tertiary Education levels. The inclusion of arts education was also encouraged in 
places outside the school classroom such as in cultural ceremonies.  
 
The RDP document specifies dance, drama, music, music theatre, visual arts, crafts, 
design, written and oral literature as components of arts education. The RDP 
document also cites the importance of the inclusion of Arts and Culture as a learning 
area in the national educational curriculum. This is encapsulated in the following 
statement taken from the RDP Document (1994, p.71) 
 
Arts education should be an integral part of the national curricular at primary, secondary, and 
tertiary level, as well as non-formal education.  Urgent attention must be given to the 
creation of relevant arts curricular, teacher training and provision of facilities for the arts 
within all schools.  
 
 
RNCS experienced a problem with the enormous amount of work with which 
educators had to cope. This resulted in it being revised so as to ensure its 
practicability in a teaching and learning situation. This gave birth to the National 
Curriculum Statement (NCS) which was first introduced in 2006.  
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The RNCS scaled down arts education into four (4) components in the GET band, 
namely, dance, drama, music and visual arts. These four components brought about 
the learning area currently known as Arts and Culture. 
  
The following are some of the expectations of RNCS on learners when they have 
reached the last grade of the senior phase according to the Revised National 
Curriculum Statement Document: Grades R- 9: 
 
 In the dance component learners are expected to participate in the 
choreography and presentation of a short dance for a performance or cultural 
event. 
 In the drama component learners are expected to participate both in the 
performance and in an aspect of production. 
 In the music component learners are expected to make music using voice and 
available percussion or melodic instruments. Organize and market a musical 
performance with regard to planning, advertising, fundraising and producing. 
 In the visual art component learners are expected to create art, craft or 
design works that translate ideas or concepts into a visual form.  
 
The C2005 Arts and Culture Document states that for quality education to have 
taken place, the following outcomes should have been achieved: 
 The learner can create and present work in each of the art forms 
This outcome deals with the practical experience of the arts and the 
appropriate knowledge and skills required for pursuing arts interests. 
 The learner can reflect critically on artistic and cultural process and product in 
past and present contexts. 
This outcome deals with knowledge and understanding of history of the arts, 
aesthetics, culture and heritage. 
 The learner demonstrates personal and interpersonal skills through individual 
and group participation in arts and culture activities.  
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This outcome deals with personal development – the ability to develop and 
work individually and collectively. 
 The learner analyses and uses multiple forms of communication and 
expression within arts and culture. 
This outcome deals with the purpose of arts and culture – to make meaning 
of life experiences and to express and communicate this meaning to others.   
It also develops multiple literacies: oral, aural, visual, spatial, kinaesthetic and 
cultural.  It also deals with forms of communication media (television, radio, 
film and advertising) and their influence on people and societies. 
 
Bergh (1993) mentions some of the countries which had to embark on 
comprehensive system-wide curriculum restructuring in order to address the needs 
of the society in a specific country. Among these were Tunisia, Kenya, Tanzania, 
Guatemala and Colombia. 
 
Tunisia implemented a new primary school curriculum in the 1970s and aimed at 
integrating skills into the primary school syllabus in an attempt to overcome the 
problem of an academically-oriented curriculum which favoured urban students. 
Kenya introduced an 8-4-4 model of education in 1985. The first eight years of 
primary education are based on a career-oriented curriculum, followed by four years 
of secondary schooling and four years of tertiary education. At tertiary level there is 
a compulsory core curriculum of common courses which all students have to follow 
before specializing in one area of study. In Tanzania President Julius Nyerere 
published his Education for Self-Reliance in which the British content of history was 
replaced by Tanzanian content in 1967. He pioneered the concept of schools 
becoming communities practicing precept of self-reliance.  
 
For this purpose the primary school curriculum needed to focus on skills and values 
necessary for living in a predominantly rural, agrarian society.  
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In Guatemala, between the 1970s and 1980s, a new practically- oriented curriculum 
for lower secondary schools in rural areas was introduced.  
In 1984, Decree 1002 was introduced in Columbia, aimed at changing the focus of 
teaching in primary and secondary schools. The reform proposals were based on an 
educational technology model which excluded social, cultural and academic realities. 
This resulted in the formation of popular grassroots teacher organizations trying to 
redefine the social function of the school and the curriculum. 
 
Despite the ‘improvement’ made by the RNCS, there is, however, overwhelming 
evidence that this inclusion of an Arts and Culture learning area in South African 
schools’ curriculum lacks proper planning and preparation.  
 
To start with, as things stand with training of teachers in South African institutions of 
higher education, there are no institutions that offer comprehensive programmes 
entailing an inclusion of all four components of an Arts and Culture learning area, 
such as Music, Drama, Visual Arts and Dance. For example, Walter Sisulu University 
offers training in the music and some sections of the dance component of arts and 
culture. Nelson Mandela Metropolitan University (NMMU) and the University of 
Johannesburg (UJ) offer all the components of arts and culture but as separate 
programs with their curriculum programmes taking a minimum of three years to 
complete.  
 
What this means is that it would take an educator a minimum of twelve years to 
receive formal training in all components of an Arts and Culture. Thus, there are no 
educators who have been trained in all four components of an Arts and Culture 
learning area.  
 
 
Some educators may receive training in one or two components, e.g. music and 
visual arts, and, as per the findings of a mini study I conducted before embarking on 
this research most educators, as exemplified in the Libode Mega-District, have 
absolutely no training in any component of the learning area.  
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 Adding to this, the mini study also found that in the Libode Mega-District there are 
no classrooms specifically designed for the teaching and learning of Arts and Culture. 
Lastly, there is no teaching material (and other paraphernalia) relating to the 
practical part of the subject.  
 
Due to the deficiency in training of most educators responsible for the Arts and 
Culture learning area in the Libode Mega-District, only a section of one component 
of Arts and Culture, usually the one that the assigned educator finds manageable, is 
implemented and taught. I have observed that the most favoured component of Arts 
and Culture by educators in the visited schools is the traditional dance which is 
sometimes practiced out of its cultural context. For example, young girls in the 
intermediate or senior phase can be seen performing ibhundela (a traditional 
gathering for fundraising purposes involving traditional beer drinking and dancing)  
 
Arts and Culture educators in the Libode Mega-District have confessed to me that 
due to the laxity and lack of ‘academic’ gravity accorded the Arts and Culture 
learning area, learners do not seem to take this traditional dancing seriously, due to 
the following reasons:  
 
(i)         Learners perceive it as an extracurricular activity, as it is often 
conducted outside of the classroom setting. 
  
(ii)          It neither has a pen and paper examination at the end of the year nor 
written tests during the course of the year.  
 
(iii)         As Arts and Culture includes performing, especially Music, Drama and 
Dance as part of teaching and learning, soundproofed classrooms are 
desirable in order to contain the sound within the classroom.  
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As a consequence such activities are conducted outside the normal classroom, and 
sometimes outside the academic schedule so as to minimise the disturbance to the 
more, as perceived by learners, ‘serious academic activities’ that bear a direct 
significance to the learners’ academic progress.   
 
The mentioned challenges above provide testimony to the lack of proper preparation 
for the inclusion of the Arts and Culture learning area in the school curriculum.  
 
Educators, therefore, have confessed, to me during a mini study I conducted before 
embarking on this research, to having a considerable degree of difficulty in the 
implementation of Arts and Culture as a learning area in the rural schools of the 
Libode Mega-District. This difficulty contributes to the hindrance of a smooth 
transition in learners from the GET band to the FET band. Furthermore, the 
challenges educators face in implementing Arts and Culture have far-reaching 
consequences as they unwittingly contribute to the prohibition of the utilisation of 
culture, especially African culture and art as a conduit for social cohesion.  
 
It has been a common practice, especially among Africans, to use culture and art to 
educate and introduce individuals to the norms and values of their society. Nketia 
(1966, p.234) concurs with this, citing music, which is one of the components of Arts 
and Culture, by saying that music also serves as a means of teaching the values of 
society in that it is an avenue for literary expression, and serves as a means of social 
cohesion. This implies that an individual has to participate in the cultural events 
taking place in his/her society so as to be integrated into that society. African music 
and dance, especially among Xhosas, are categorized according to who, where and 
when they are performed and presented. 
 
 
 
 
 
9 
 
The other significant hindrance this state of affairs poses is on the indigenisation of 
the education curriculum from predominantly Western thought and ethos to an 
inclusion of African cosmology and indigenous knowledge systems in both the latent 
and overt curriculum changes. As stated by Akrofi and Kofie (2007, p.94), music is, 
undoubtedly, one of the vital keys to understanding culture and a people’s collective 
cultural identity.  
 
Ironically, the dire challenges posed by the lack of apposite implementation of Arts 
and Culture create serious consequences in the post-apartheid government’s 
endeavour to redress the inequities of the past. These inequities are mainly in 
education as well as in the overhauling of the curriculum which was created to make 
it more representative and reflective of the cultural diversity of South Africa.  
 
Some of these inequities emanate from what Akrofi (1998) refers to as the 
abandonment of indigenous and community-oriented music programmes. These 
programmes were abandoned by pupils who attended schools established by the 
missionaries, for classroom music instruction geared to the needs of mission 
churches. Thus, the gradual extermination of the utilization of Art and Culture as a 
means of integrating people to their society became inevitable.  
 
African people have always used music and dance, which are some of the 
components of Arts and Culture, for every episode and/or experience in their lives 
starting from child birth celebrations, ritual ceremonies, personal and/or group 
achievements in the long walk of life right up to mortality.  
 
To examine the relevant factors contributing to the difficulty in implementing Arts 
and Culture as a learning area in the rural schools of Libode Mega-District was why 
this study was undertaken.  
For one, I wished to establish what the initial challenges were that faced educators 
and other school stakeholders in the implementation of Arts and Culture in the 
Revised National Curriculum Statement since its insertion in 2002 to date.  
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The second focus was a situating of such challenges within the ambit of the 
democratic government’s move towards an inclusive curriculum change. This 
curriculum change seeks to encompass the previously-suppressed cultural practices 
of the majority of the population in both the latent and overt school curriculum.  
 
The other context of significance entails the situating of the study within the 
inculcation of moral and ethical behaviour by traditional practices, which are 
encapsulated in the Arts and Culture learning area. 
 
 
1.3 Theoretical Framework 
 
This section of the chapter seeks to contextualize the study within a more theoretical 
scope in order to help me to ground the study in a certain direction. It is also 
intended to make the reader understand the angle from which I approached this 
study. For this purpose a theoretical framework is necessary. Anfara and Mertz 
(2006) define a theoretical framework as any empirical or quasi-empirical theory of 
social and/or psychological processes at a variety of levels that can be applied to the 
understanding of phenomena.  
 
In order to realize this endeavor I argue that curriculum change, as a contrivance for 
ensuring societal and national development, especially in developing countries, 
require an appropriate theoretical approach. The use of curriculum change as a 
vehicle for ensuring societal and national development in developing countries is 
advocated by Akrofi and Flolu (2007, p.143) in this assertion: 
 
Since the middle of the 20th century reforms have been launched at various times in almost 
all African countries as part of an effort to establish education systems that connect best with 
the philosophical traditions and indigenous cultural practices of the various countries.  
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It is illuminating to note that there is a common set of themes that guide the process of 
educational reconstruction in nearly all African countries south of the Sahara.  
Dominant among these are: cultural alienation and cultural revival, the search for the lost 
African personality, and the need for a national identity.  
 
South Africa, like other developing countries, is in a process of transformation which 
among other things, has to be geared toward redressing the past imbalances. 
Among these imbalances is the educational curriculum which needs to promote, and 
be designed, to meet the demands and changes taking place in all communities in 
the country.  
 
Chalufu and Jacobs (2002, p.92) concur by saying: “Massive technological, political, 
economic and social changes are taking place, not only in South Africa, but around 
the world. The curriculum as a vehicle to better education and therefore better life 
requires restructuring and redesigning to meet the changing needs of the people 
and country”.  
 
In dealing with this section I am going to pronounce the systems approach to 
curriculum change as a theory base for the study. I will also look at the systems 
approach as adapted from Beauchamp and Beauchamp (1972), and Torres (1990).  
 
 
1.3.1 THE SYSTEMS APPROACH 
 
Rajasekar (2010, p.1) proclaims, regarding the systems theory, as follows:  
 
In general-systems theory, a system is any collection of interrelated parts that 
together constitute a larger whole. These component parts, or elements of 
the system, are intimately linked with one another, either directly or 
indirectly, and any change in one or more elements may affect the overall 
performance of the system, either beneficially or adversely.  
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A simple system is illustrated schematically in Figure 1.1  
 
 
 
Figure 1.1 A typical system. 
 
Rajasekar (2010, p.1) explains that In Figure 1, the system consists of four distinct 
elements (A, B, C, D) which are related to, or dependent upon each other as 
indicated. Note that some interrelationships may be two-way, while others may be 
one-way only.  
These elements may themselves be capable of further breakdown into other smaller 
components, and may thus be regarded as sub-systems of the overall system.  
The processes of teaching and learning can be considered to be very complex 
systems indeed.  
The input to a given teaching/learning system consists of people, resources and 
information, and the output consists of people whose performance or ideas have (it 
is to be hoped) improved in some desired way.  
A schematic representation of systems of this type is shown in Figure 1.2  
 
Input to 
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                                  Interaction 
                                   between 
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   D 
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Figure 1.2 
 
 
 
In such a system, as explained by Rajasekar (2010, p.2), the teaching and learning 
process may be so complex that it can only be considered as a 'black box' whose 
mechanisms are not fully understood. Research into the nature of the learning 
process, however, has thrown some light on to what happens inside the 'black box'. 
This has enabled educational technologists to structure the input to systems of this 
type in such a way as to try to improve the output through increasing the efficiency 
and effectiveness of the learning process, thus leading to a systems approach to 
course and curriculum design based on current knowledge of how people learn.  
Such a systems approach attempts to mould the input to a course in order to enable 
the optimal assimilation of knowledge and skills to take place during the learning 
process, and hence maximize the quality of the output. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Teaching and  
    learning  
    process 
 
(Black box) 
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 A basic system that can be used in the design and development of virtually all types 
of teaching and learning situations is shown in Figure 1.3  
A number of writers have presented much more sophisticated systems, but these are 
considered to be unnecessarily complicated for our present purposes.  
 
 
Consider tagetpopulation  
Characteristics and topic area 
 
 
 
Estimate relevant existing 
Skills and knowledge of  
Learners 
 
 
Formulate objectives/ 
Outcomes 
 
 
 
Assess and evaluate                                                       select appropriate 
Instructional methods 
 
 
 
 
Operate course or 
Curriculum 
 
 
 
Figure 1.3 
 
 
In the next section the focus will be on the various elements of the system, shown in 
figure three, as explained by Rajasekar (2010, p.3). 
Consider target population 
characte istics and topic area 
Estimate relevant existing skills and 
knowledge of learners 
Formulate objectives/learning outcomes 
Assess and evaluate Select appropriate 
instructional methods 
Operate course/ 
curriculum 
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(i) Consider target population characteristics and topic area  
The range of backgrounds, interests, knowledge, attitudes and skills of 
students coming on to the course have a strong influence on course design. 
Pre-knowledge and any common misconceptions have to be catered for in the 
design of the course (These may, for example, affect sequence, structure and 
support mechanisms). The broad thrust of the course content also has to be 
considered. Consideration need to be given to the sort of people which the 
course is trying to develop. The subject area may have traditional aims and 
directions, but one may wish to consider the justification of these and/or 
preparation for future change.  
 
(ii) Estimate relevant existing skills and knowledge of learners  
There may be minimum standards of entry to the course, but this is not 
always so. For example, the increasing numbers of non-standard and mature 
student entrants to higher education will not necessarily have conventional 
paper qualifications, but may possess skills and qualities which will have an 
influence on course design. This may have implications for teaching methods, 
bridging courses, support systems etc.  
 
(iii) Formulate objectives/learning outcomes  
The objectives and learning outcomes of the course or curriculum element 
attempt to encapsulate the new skills, knowledge or attitudes which the 
students will acquire. They may be formulated by the learners themselves, by 
teaching staff, by a validating, examining or professional body, or by some 
combination of these and other sources.  
 
(iv) Select appropriate instructional methods  
Having specified the objectives and learning outcomes (ie, what we are trying 
to achieve in the course), one should be in a better position to select 
appropriate teaching/learning methods through which these have a 
reasonable chance of being achieved.  
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There are far more teaching methods available to choose from than most 
people realize The process of attempting to match appropriate methods to 
given objectives and learning outcomes is normally done on the basis of a 
combination of research and experience.  
 
(v) Operate course or curriculum 
          The next element in the system is the actual implementation of the course. 
          This involves all the logistical arrangements associated with running the 
course, 
          including overall structuring, pacing, implementing the chosen teaching  
          strategies, using appropriate supportive media and  materials, and ensuring 
that 
          all aspects of the course run as smoothly as possible.  
 
 (vi) Assess and evaluate 
The combined result of the preceding stages is that students are involved in a 
learning experience that is planned to develop their knowledge, skills and 
attitudes, taking into account the individual needs and experience of the 
learners. Just how effective the pre-planning and subsequent operation has 
been can be measured by studying student performance in continuing and/or 
post-course assessments. These assessments should be closely related to the 
specified course objectives and learning outcomes. Poorly-achieved objectives 
or learning outcomes should lead the course designers to examine the entire 
system in order to identify places where improvements might be made. This 
could involve a change in the objectives or learning outcomes, a revised 
assessment of students' pre-knowledge, a critical review of the instructional 
methods used, an examination of the course structure and organization, a 
consideration of the assessment methods used, or a combination of some or 
all of these. These deliberations, together with feedback on the course from 
staff, students, employers, etc, can be used in an evaluation of the entire 
concept of the course, which should, in turn, form the basis of an on-going 
cyclical course development process.  
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Using the systems approach in practice 
The systems approach to course and curriculum design is no more than an attempt 
to use a process of logical development and on-going monitoring and evaluation in 
order to allow continuous evaluation of the course or curriculum to take place. As 
indicated in the previous section, much more complicated systems approaches to 
course design do exist, but all of these contain the six core elements shown in Figure 
3.  
It is, however, worth adding some cautionary remarks about using the systems 
approach in practice. Although the approach is useful in mapping out the broad flow 
of factors to be considered and developed, diagrams such as the system shown in 
Figure 3 always oversimplifies the actual process. For example, Figure 3 has ordered 
the elements of the system in what is usually the most productive sequence for the 
initial planning of a course. If, however, one is re-designing a course or trying to 
build on a teaching/learning scheme already in place, one may enter the system in a 
different way - through evaluation perhaps, or through an ad hoc or unavoidable 
alteration to the implementation of the course (such as a change in the mode of 
delivery from full-time to part-time). 
In implementing the systems approach, it is important to appreciate that, while the 
decisions taken at each stage are always affected by earlier decisions, they may 
themselves necessitate some of these earlier decisions being changed. It is also 
important to realize that the stages shown are not the only ones possible, and that, 
once taken, a decision can always be reconsidered. The approach should thus be 
dynamic, always allowing for second thoughts and the refinement of ideas.  
For example, although one should certainly make a first attempt to define objectives 
and learning outcomes very early in the planning, one will invariably need to come 
back to re-define or add to them once you have worked through some of the later 
steps.  
Two further misconceptions one has to avoid: First, the separateness of the boxes in 
Figure 3 may suggest that the processes covered by them are also clearly separable.  
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Second, one may be tempted to assume that they can all be considered at leisure, 
away from the actual hurly-burly of the teaching/learning situation. Neither of these 
assumptions is necessarily true. While primarily addressing one step, one will almost 
inevitably have several of the others in mind at the same time. Similarly, while one 
can sometimes enjoy the luxury of 'armchair curriculum planning', much of the 
decision-making must take place 'on the hoof', with students, administrators and 
other academic staff breathing down one’s neck!  
The systems approach can be used at any time when an episode of teaching and 
learning of any length is being planned. It can be applied to long-term planning for a 
whole course lasting weeks, months or years, through to daily lesson planning, or 
even to on-the-spot planning for a learning experience of only a few seconds' 
duration.  
It can be applied by a group of teachers designing or adapting a complete course, as 
well as by an individual teacher preparing his or her specific course input. The 
approach can also be used for analyzing a previous teaching and learning 
experience. The systems approach does not prescribe or promote any teaching 
methodology (as for example, individualized study or group learning). Rather, it is a 
vehicle that helps teachers to think more systematically and logically about the 
objectives relevant to their students and the means of achieving and assessing 
these. On occasion, analysis may suggest that 'chalk and talk' may be the most 
appropriate method for achieving some objectives, but no one method will be 
appropriate for all objectives or for all students. Later booklets will provide detailed 
guidance on how such analysis can be carried out, thus enabling you to make 
effective use of the systems approach in planning your work as a teacher.   
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1.3.2 THE SYSTEMS APPROACH AS ADAPTED FROM BEAUCAMP AND 
BEAUCAMP, AND TORRES 
 
Cookson, et al. (1992), quoted in Bergh (1993), elucidates by saying that this 
approach analyses curriculum change in terms of inputs, processes and outcomes or 
outputs; for example, planning and adoption(inputs), implementation (process), and 
evaluation and institutionalization (outcomes).   
The following diagram illustrates a systems model of curriculum reform adapted 
from Beauchamp and Beauchamp (1972, p.5) and Torres (1990, p.134) 
 
Input Content and processes 
for system maintenance 
and reform 
Output 
 External 
influences(political
, legal, social, 
cultural, religious, 
historical) 
 Educational 
foundations 
 Curriculum 
experience of 
participants 
 Educational 
resources(facilities
, personnel, 
materials) 
 Establishing 
working 
procedures (goals, 
design, 
implementation, 
evaluation) 
 Formal curriculum 
 Outcomes for 
participants/learners(s
kills, knowledge, 
values, attitudes) 
 Formal 
grading/certification 
 
 
Bergh (1993, p.461) acknowledges that the systems approach can also be used in 
another way: Certain factors or indicators which all make a demand on what is being 
taught, and how, are operationalised and quantified as input variables which should 
be accounted for in the new curriculum. She goes on to say that these indicators 
could include economic realities or political changes in society, or the particular 
structure of the education system. 
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The systems approach is regarded, by me, as the appropriate theory for the study 
for the following reasons: 
 
 It emphasizes the intimate link between the elements of the system, viz. 
input, process, and output. 
 It takes into account the fact that any change in one or more elements may 
affect the overall performance of the system. 
 
As has been mentioned before, the introduction of Arts and Culture as learning area 
poses many challenges in the rural schools of Libode District. Some of these have 
something to do with improper planning for its inclusion.  
 
In this study I intend to highlight the gap between the input and the content and 
processes for system maintenance and reform as stated by Beauchamp and 
Beauchamp (1972), and Torres (1990) in the above table. The challenges are 
detailed in chapter two.  
 
 
1.4 Problem Statement 
 
 
As a music educator in the FET band, I have observed a tremendous lack of basic 
musical knowledge from learners coming from the GET band. This lack of basic 
musical knowledge prompted me to undertake a mini-study in the surrounding GET 
band schools, with emphasis on Arts and Culture educators, in circuit five in the 
district of Libode to investigate the basis of my observations.  
 
From the responses I received it became clear to me that educators in the Arts and 
Culture learning area have challenges in implementing this particular learning area. 
These challenges emanate, among other things, from the wide ranging nature of the 
learning area as well as inadequate teacher training. 
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Educators, especially in the Libode Mega-District, have expressed the inability to 
demonstrate to learners how these specific outcomes can be achieved due to the 
fact that their educational training did not include any or most of these components. 
The crux of the matter is their inability to take a holistic approach to the learning 
area disadvantages learners in specializing in the component of their (learners’) 
choice when they get to the FET phase. What exacerbates these challenges further 
is the fact that in some of the training institutions these arts and culture components 
were never included in the training programmes let alone the entire curriculum.  The 
mini study found that most schools in the Libode Mega-District had asked educators 
to volunteer to teach the arts and culture learning area. This was due to the fact 
that there are no educators in the whole school educator population who has had 
formal training in at least one of the components. Some educators divulged the 
shocking revelation that they navigated their way in this learning area through trial 
and error.   
 
What troubles me most is that since the inception of RNCS there has not been an 
educational training institution, to my knowledge, that takes a holistic approach 
preparing future educators; neither is there in-service training for the Arts and 
Culture learning area. I, therefore, decided to undertake this study in order to 
conduct an in-depth investigation into challenges that the arts and culture educators 
face in implementing this learning area.  
 
 
1.5 Research Questions  
 
The purpose of this study is to investigate challenges experienced by educators in 
implementing arts and culture through the exploration of the following main 
question: 
 
 What challenges do educators face in implementing Arts and Culture as a 
learning area in the new curriculum? 
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From the foregoing main question, the following sub-questions are derived: 
 
 How effective is teaching and learning in this area?   
 How does training of Arts and Culture educators impact on the 
implementation of the Arts and Culture learning area in the classroom? 
 What assistance do they need in order to improve teaching and learning? 
 How does the availability of necessary resources to teach this specific 
learning area affect the competence of those involved? 
 
 
1.6 Research Objectives 
 
This study intends to achieve the following objectives: 
 
 Explore challenges experienced by Arts and Culture educators. 
 Scrutinize teaching and learning effectiveness. 
 Investigate the impact of teacher training on the implementation of this 
learning area. 
 Inspect availability of teaching and learning material. 
 Examine the impact of exclusion of African arts and culture in the school 
curriculum pre-1994. 
 Promote the restoration of African arts and culture as well as multiculturalism 
in the classroom. 
 
1.7 Rationale for the Study 
 
In my experience in helping schools in the GET band prepare for musical 
competitions I noticed that most educators struggled with basic musical terms, 
performance directions and song interpretation. In 2005 I conducted a workshop for 
them in performance directions and conducting techniques.  
23 
 
In our off the record chat after the workshop I learnt that some of them were asked 
to take the Arts and Culture learning area and also be choir conductors because they 
were known to be members of adult choirs in the O.R. Tambo region.  
After examining the information at hand it became clear to me that a gap existed 
between educational policy-making and the actual curriculum implementation, 
especially in the arts and culture learning area.  
 
 Akrofi and Flolu (2007, p.154) concur in this assertion, “In both South Africa and 
Ghana the gap between political initiatives and documents, on one hand, and 
curriculum innovation and implementation, on the other, is still very wide and needs 
to be bridged”. They continue by saying that the absence of a systematic and critical 
investigation into the developmental innovations and their outcomes in both 
countries clearly obstructs their efforts at generating a focused and meaningful 
curriculum-renewal process. In the light of this I am hoping to highlight the gap 
between policy- making and the actual implementation of the learning area in the 
rural schools in the Libode Mega-District. Both Akrofi and Flolu (2007, p.155) 
advocate a need for a sustained dialogue between government and educational 
policy makers, on the one hand, and curriculum developers and implementers on the 
other. I hope that after highlighting the gap, necessary strategies of combating the 
existing problems will be developed. 
 
1.8 Significance of the Study 
 
I believe that the undertaking of this investigation may benefit both the educators 
and the learners. Educators may benefit by getting the necessary assistance to 
enable them to take a holistic approach to this learning area. This may in turn 
benefit students who have an interest in other components of the learning area by 
affording them an opportunity to specialize in the component of their own choice.  
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The information gathered in this study can also help other educational districts 
struggling with the implementation of the Arts and Culture learning area in other 
provinces, in general, and in the Eastern Cape, in particular. This information may be 
pertinent to inventing strategies of investigating prevailing challenges in the 
implementation of the Arts and Culture learning area.  
 
 
1.9 Delimitations of the Study 
 
This study is restricted to the rural schools of the Libode Mega-District in the GET 
Band. This district is a combination of three districts which are Ngqeleni, Libode 
and Port St. Johns. This region was previously known as Eastern Pondoland in 
the former Transkei.  
 
Challenges experienced by arts and culture educators are the main area of 
interest in this project. All efforts have been directed toward investigating the 
challenges experienced in implementing arts and culture as a learning area in the 
RNCS. 
 
The population in this study is all the GET Band schools in the Libode Mega-
District and from which ten schools have been randomly selected as a sample. It 
is from this sample that participants were taken.   
 
1.10 Definition of Key Terms 
 
 Arts 
          Semadi, in Twani, Yaka and Ngoma (2002, p. 1), describes art as “all the 
          processes and products of human skills, imaginations and inventions’’.  
          According to the Collins Cobuild Dictionary (1993, p. 26), arts refers to the 
          creation or performance of music, drama, poetry or painting, especially in a 
          particular country or region. 
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 Culture  
      Le Roux, in Twani, et al. (2002, p. 9), defines culture as a universal  
      distinguishing characteristics, symbols and acquired aspects of a particular 
      human society.  
           
           According to Collins Cobuild Dictionary(1993, p. 128), culture consists of the  
           ideas, customs, and art produced by a particular society.  
           The products of any art form can serve as a marker of identity in a particular 
           group or society, as does culture. Having said this I am  not suggesting 
           that there can be no overlaps and/or innovations. Grant (1997), states that 
           people’s ways of  identifying themselves vary in time and  place. He moves 
           on to say that anthropologically, a culture embraces anything characteristic 
           of the way of life of a particular group.  
            
           Grant says that our culture is how we do things, what things we do, and how 
           we think about them. He also states that culture may include art, poetry, 
           music, drama, dance, language, religion folklore and myths, beliefs, values, 
           rituals and observances, family and kinship structures, history, political 
           structures and conventions, etiquette and patterns of interpersonal 
           behaviour, sexual norms and practices and attitudes to them, diet and food 
           preparation, dress, economic activityand leisure. 
 
           In this study Arts and Culture refer to the learning area comprising of Music, 
           Dance, Drama, and Visual arts.  
 
 Rural schools 
     “Rural schools refer to those schools which are located in rural areas 
      characterized by poor infrastructure, inadequate resources and services”  
      (Gobingca, 2004, p. 5). 
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 GET Band 
      According to the South African Qualifications Authority (SAQA) Act No 38 of  
      1995, the GET band refers to those schools that form the General Education  
    and Training Certificate Band which starts from grade R and goes to grade 09. 
 
 FET Band 
     According to the South African Qualifications Authority (SAQA) Act No 38 of  
     1995, the FET band refers to those schools that form the Further Education 
      and Training Certificate Band which starts from grade 10and goes up to 
      grade 12. 
 
 Curriculum  
      Chalufu and Jacobs (2000, p. 92) define curriculum as follows: 
        
        To most people who are not in the teaching profession curriculum 
         has two meanings: firstly, it indicates the specific subjects and  
         courses a student needs in order to obtain a certain certificate,  
         diploma or degree; secondly, it indicates the content of a subject 
         or course. But to most professional educators the meaning of 
         curriculum also incorporates all the experiences learners have 
         in a particular educational institution. 
 
              Eisner (1979, p. 39), quoted in Chalufu and Jacobs (2000, p. 92) defines 
              curriculum as  a series of planed events that are intended to have 
              educational consequences for one or more students. 
 
         Oliver (1977, p. 8), quoted in Chalufu and Jacobs (2000, p.93), divides 
          curriculum in his definition into four categories. These are; a programme of  
          studies, a programme of experiences, a programme of services and the  
           hidden (or latent) curriculum. 
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 Specific Outcomes 
According to the NCS these specify what learners will be able to do after a 
learning experience. 
 
Summary  
 
In this chapter I have dealt with:  Background of the study where I have, among 
other things, provided the background on how the Arts and Culture learning area 
came to existence. In the Theoretical Framework, it has been mentioned that the 
intimate link between all the elements of the system, viz: the input, the process, and 
the output, should always be intact so as to ensure the effectiveness of the overall 
performance of the system. The Problem Statement contextualized the reasons why 
I felt it necessary to conduct this study so as to uncover difficulties in implementing 
this learning area.  Research Questions were formulated to investigate the prevailing 
challenges. I also dealt with the Significance of the Study, Rationale, Delimitations of 
the study, and Definition of Key Terms. 
 
The review of pertinent literature will be dealt with in the next chapter. 
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CHAPTER 2 
 
LITERATURE REVIEW 
 
2.1 Introduction 
 
This chapter deals with the review of literature pertaining to challenges of 
implementing Arts and Culture as a learning area in the new curriculum (RNCS). In 
reviewing literature, the focus has been directed toward ways in which literature 
conceptualises prevailing challenges of teaching arts and culture in the Libode Mega-
District. These challenges have been situated within the broad ambit of the factors 
ushered into the post-1994 dispensation in South Africa, chief among which is the 
new curriculum (viz. RNCS and/or NCS), as well as the recognition of cultural 
groupings that exist in South Africa; Recognition they were denied by the previous 
minority rule. The focus on cultural issues has been dealt with in the manner of 
inclusion versus exclusion in the curriculum planning and implementation of the Arts 
and Culture learning area and the attendant challenges emanating there from.  
 
This chapter is, thus, divided into six main sub-sections: The first sub-section deals 
with literature pertaining to challenges of exclusion of other cultural practices versus 
inclusion of others in the school curriculum pre-1994. The second sub-section deals 
with literature pertaining to inadequate training and the availability of teaching and 
learning resources and facilities. The third sub-section deals with the literature on 
the necessary assistance given to Arts and Culture educators by other stake holders 
in education, while the fourth focuses on a call to retrieve and restore African Arts 
and Culture in the classroom, the fifth focuses on the issue of promoting 
multiculturalism in the classroom. Lastly, the status of teaching and learning in Arts 
and Culture in the Libode Mega-District is covered in this chapter. 
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2.2 Challenges of teaching arts and culture in South African rural schools  
 
This section provides a background on circumstances contributing to challenges 
experienced in the teaching of Arts and Culture in rural areas. For centuries African 
Arts and Culture have been excluded in the school curriculum and been replaced by 
Western-oriented forms of Arts and Culture. This is evident in this assertion by Akrofi 
(1998, p.39) “Centuries of colonialism and European Christian missionary activities in 
Ghana and South Africa led to traditional African music being overlooked, 
undermined, and excluded in the school curricular”. Concurring with Akrofi, this 
overlooking, undermining, and exclusion of African music and culture led to the 
imposition of Western culture and values in the name of civilization. Akrofi(1998) 
also states that in Ghana pupils who attended schools established by the 
missionaries had to abandon their community-oriented music education programme 
for classroom music instruction geared to the needs of mission churches. 
 
 Erlmann (1983, p. 134) concurs with Akrofi by stating that: 
           
The missions criminalized and penalized as heathen any traditional dancing and musical 
instruments. They, (missions), were successful in educating a class of African leaders for 
whom Western Christian education became a focal point of hope for social status and 
integration into white colonial society.  
 
Erlmann also observed that by the mid-19th century, traditional African culture and 
music had been thoroughly eradicated among a small but influential group of 
Africans in the Cape (1983, p. 135).  
 
Contrary to the above state of affairs, Nketia (1966, pp. 233-234) in his article, 
Music Education in African Schools, states that the process by which an individual 
was integrated into his culture and society was upon the acquisition of musical 
knowledge. He goes on to say that music served as a means of teaching the values 
of a society, as an avenue for literary expression, and as a means of social cohesion.  
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In similar vein, Ballantine (1984, p. 15) asserts, “The main aim of the academic 
study of music is the study of men in society, through the music they use.”  
The issue of the importance of culture is also emphasised by Dontsa (2008, p. 177) 
when contending that indigenous musical instruments such as umrhubhe (musical 
bow without a calabash resonator) have not found their way into the classroom. 
According to him, most music departments focus on the teaching and learning of 
western instruments for instruction. Dontsa (2006, p. 226) points out that after 
eighteen years of teaching tertiary students how to construct and play indigenous 
instruments he  has made this observation: 
        
The introduction of an African instrument to an African student at tertiary level is as 
challenging as giving Western instrument lessons to an adult. It requires extraordinary 
approaches to equip the students with solid groundwork as most of them, unlike children who 
are curious and who are not afraid of experimenting, are slow learners. 
 
In agreement with Dontsa, I believe it is important that indigenous instruments are 
introduced to learners at primary level rather than at secondary or tertiary levels so 
as to create space for virtuosity over the instrument over time. In my view, 
introducing these indigenous instruments to learners at a later stage may not bear 
the desirable fruits. This is even more so when considering the fact that for some 
decades there has been a predomination of Western Arts and Culture in most 
educational training institutions in South Africa. This predomination of Western Arts 
and Culture in the school curriculum in South Africa before 1994 hindered the 
development of African Arts and Culture in learning programs in South African 
schools. This is further affirmed by Yaka (2005, p.4) in this assertion: “The historical 
domination of European or Western Arts and Culture in S.A has impacted decisively 
upon cultural development and provision of Arts and Culture in education and 
training”. Yaka (2005, p. 4) goes further to say that this institutionalized bias 
determined the value and acceptability of certain cultural practices over others. 
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For the record, as once alluded to by Akrofi and Flolu (2007), I am not advocating 
for the abolishment of Western forms of Arts and Culture and their replacement by 
African Arts and Culture, nor am I suggesting that there should be a choice between 
indigenous African Arts and Culture and Western Arts and Culture.  
Rather, I am for a creation of an avenue for thoughtful choices in deciding on the 
best from available systems which, according to Akrofi and Flolu (2007, p. 154), 
have meaning for and are accepted in the society we live in. Both Akrofi and Flolu 
(2007, p. 155) advocate for a need to develop an education system which will foster 
in children inquiring and critical thinking abilities, reduce discrimination, promote 
national unity and identity, and develop among learners self-reliance and pride in 
their national cultural heritage. 
 
  In conclusion, the exclusion of African Arts and Culture in the school curriculum 
and imposition of Western Arts and Culture in the rural schools of the Libode Mega-
District has created enormous challenges especially considering that Western culture 
is foreign both to educators and learners, on one hand, and their own culture has 
been abandoned for centuries, on the other. These challenges emanate from 
inadequate teacher training, lack of teaching and learning material and 
infrastructure, and lack of support from other stake holders. 
 
2.3 The challenges of inadequate teacher training 
 
Studies conducted in other parts of South Africa have revealed that educators 
experience challenges in the implementation of Arts and Culture as a learning area 
in a way similar to those identified in the Libode Mega-District.  
An investigation conducted by Smit (2007) in the Western Cape, South Africa, 
among educators she was working with showed that they (educators) had hardly 
any background in the arts.  
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The investigation also indicated that the reason for this was that most of the Arts 
and Culture educators, except for one person, were from historically-disadvantaged 
communities in the Western Cape, South Africa, where, during the apartheid era, 
black and so called “coloured” people did not have the same privileges in their 
education as the white population. Smit (2007, pp. 215-216) maintains:  
 
In South Africa the majority of educators who have to teach the Arts and Culture learning 
area are not trained in all four of the components, namely, Music, Drama, Dance, and Visual 
arts. Some are trained in only one or two of these components and many are not trained in 
any of them at all. This creates an overwhelming feeling of inadequacy, which also has a 
negative impact on the learners and on the future of the learning area.  
 
Dzorkpey (2011) conducted a survey in 2009 among choir conductors and choristers 
to determine their music literacy competences in the Motheo District of the Free 
State Province. The survey revealed that about 33% of the total number of the 
Further Education and Training (FET) schools participated annually in the Tirisano 
Schools Choral Eistedfod (TISCE). Furthermore, only a small number of participating 
schools tended to perform consistently well, while the remaining schools became 
demotivated by their lack of success. According to Dzorkpey (2011, p. 4), plausible 
explanations for these short comings are: 
 Lack of infrastructure, lack of trained staff and the lack of an appropriate curriculum 
have for many years undermined the teaching of Arts and Culture in the South 
African school education system. She also discovered that performance skills and 
music literacy were limited among choristers as well as conductors, while performers 
seldom had the kind of administrative support needed for effective training and 
performance. Table 2.1 illustrates the results of Dzokpey’s findings on the formal 
training of choir conductors. In the table, “N” stands for the sample size; 
“Frequency” recounts the number of respondents to a specific type of information 
required.  
A percentage (%) on the extreme right of the table is the conversion of the 
frequency in relation to the sample size.  
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Table 2.1 
 
N= 120  Frequency % 
Degree 1 2 1.7 
Diploma 2 4 3.3 
Certificate 3 2 1.7 
None 4 112 93.3 
 
 
“Tertiary programmes generally are unable to meet the practical demands of choir 
conducting. Hence, most school conductors in the Motheo District, and indeed in the 
entire province, have not had any formal training in music literacy, choir conducting, 
or choir management” ( Dzorkpey,2011, p. 4, citing Van Aswegen). 
 
Ndamase (2004, p. 147), in apparent concurrence with Smit and Dzorkpey, argues 
that,  
 
Arts and Culture focuses on four areas which are music, dance, visual arts and drama.  In 
schools there are no educators who have specialized in all of these areas.   
Mainly educators who teach Arts and Culture are those that have majored in music at tertiary 
institutions.  It is this music that helps the educators in understanding the cultures of other 
societies.   
 
Ndamase (2004,p. 146)  also states that the educators who are teaching Arts and 
Culture at schools today do not have sufficient information on what this learning 
area entails.  Institutions that train educators have not yet incorporated the learning 
area into their curriculum.  
Thus, educators are struggling to understand the terminology used in the learning 
area, like scripts, journals, sketchbooks, displays and artifacts.  In the same vein, 
Adkins (2009) speaks of the deep-seated organisational problems, a lack of up-to-
date facilities, and an acute and growing shortage of qualified teachers that the 
South African educational institutions face. This means educators lack confidence in 
their work and develop a negative attitude towards this particular learning area.   
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Having been enlightened about this, the most important question is this: Is it 
possible to have an educator who has been professionally trained in all four 
components of the arts and culture learning area?  
 
Considering that all components of this learning area, namely, music, dance, drama, 
and visual arts, are fully-fledged disciplines with their own separate pedagogical 
knowledge and curriculum structures respectively, combining them into one learning 
area involves meticulous planning.  
 
One may argue that in combining these learning areas students in the educational 
training institutions will learn only the basics in each of these components, but the 
question then would be:  
Will those training institutions be doing justice to professional specialization in the 
learning area? The answer to this question is a big NO which may lead to what Smit 
(2007) refers to as an overwhelming feeling of inadequacy, which also has a 
negative impact on the learners and on the future of the Arts and Culture learning 
area.  
 
2.3.1 The challenges of lack of teaching and learning material and 
facilities 
 
Yaka (2005, p. 4) concedes that, due to the legacy of the apartheid government, 
unequal resources and provision for Arts and Culture education and training 
contributed to entrenched social divisions, promoting access to knowledge, skills and 
career opportunities for a select minority. He also asserts that the vast majority of 
South African learners remained deprived of meaningful Arts and Culture education 
and training. In corroboration with this, Erlmann (1983, p. 131) maintains that in the 
very special context of race segregation (i.e. the apartheid system), political 
oppression, and economic and social imbalances, concepts such as traditional 
culture, traditional music, living tradition or national culture reflect specific class 
interests rather than a common African consciousness.  
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In other words, in support of Erlmann, anything to do with African culture during the 
apartheid system was suppressed and oppressed by any means possible. These 
means of oppression included political and economic means. The South African 
apartheid government provided resources and provisions for its own cultural 
practices.  
 
The South African Department of Arts and Culture, Science and Technology has 
advocated the need to redress all the imbalances which are a legacy of the apartheid 
era, as mentioned in the foregoing paragraph. 
 The need to redress these imbalances is encapsulated in this quote from the white 
paper on Arts, Culture and heritage (1996):   
 
Arts, Culture and Heritage education which redresses past cultural biases and stereotypes, as 
well as the imbalance in the provision of resources shall be addressed by encouraging its 
location in educational structures at all levels of learning.   
 
Despite the good intentions embodied in the above quote, the major challenge of 
implementing Arts and Culture as a learning area remains thwarted by the factors 
relating to teacher training, as discussed above, and, above all, the lack of apposite 
infrastructural resources such as specially-designed classrooms. Many schools in the 
Libode Mega-District have no classrooms designed for teaching and learning of Arts 
and Culture. Lack of funds in the rural schools of Libode also contributes to poor 
facilities.  
 
Maduna (2007, pp. 20-21) has observed that due to a shortage of classrooms, 
teachers in rural schools combine grades and even teach in open veld or under 
trees. Some schools do not have the basic teaching and learning material like chalk, 
text books, chairs, desks and chalkboards and sophisticated equipment such as 
photocopying machines and computers.  
 
Nompula (1996, p. 60) states that many schools lack sufficient classrooms for the 
number of learners available for the normal tuition in basic school subjects.  
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He goes on to point out that to talk of classrooms for special teaching subjects is 
unheard of in these schools. Even though makeshift utilisation of available 
infrastructure is, in most cases, the only available solution to this impasse, this is not 
always a welcome solution as it proves inconvenient for both teachers and learners. 
 
In my school, for example, we use the dressing room which is on the side of the 
school hall for music lessons to all grades. This is so because the school hall is far 
from the rest of the classrooms so the piano sound cannot disturb other classes, “so 
I was told”. Though a temporary measure, this means walking to and from the 
classrooms where the majority of academic activities take place.   
 
2.4 Assistance and support given to arts and culture educators by other 
stake holders 
 
The Department of Basic Education, the school at large, and the community are 
responsible for the successful implementation of the curriculum and smooth 
progression of learners between the grades. They all have to be involved to a certain 
degree in the teaching and learning and other activities taking place in the school if 
the intentions and purposes of the learning area are to be realized.  
 
As stated in the Revised National Curriculum Statement (2002, p. 5) Grades R-9, 
Arts and Culture Document, the main intention of this learning area is to develop 
creative individuals and responsible citizens in line with the values of democracy 
enshrined in the Constitution of South Africa.  This learning area intends to provide 
access to Arts and Culture education for all learners as part of compensating for the 
past inequalities.   
 
Arts and Culture contributes to a holistic education for all learners. Learners are 
engaged in creative expression through the Arts and Culture learning area.   
They are also afforded the opportunity to explore and analyze the social 
environment and related cultural practices.   
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Arts and Culture help learners to respect, understand and interpret their role in 
relation to others in society, thus, any lack of participation by any one of these 
stakeholders impacts negatively on both the smooth running of the school and the 
seamless implementation of the curriculum. 
 
 The department of basic education 
 
The department of basic education needs to provide in-service training for Arts and 
Culture educators that will address their challenges. This can be made possible by 
hiring specialists in the learning area to facilitate the in-service training. 
 
 School management involvement 
 
Sergiovanni (1979) and Dull (1981), quoted in Sobikela (1994), proclaim that 
supervision is a service activity which exists in order to help educators do their job 
more effectively, and improve their performance at work. This implies that the 
school management has to play an important role in supervising the work of arts 
and culture educators so as to pick up any challenges inhibiting meaningful teaching 
and learning. This has dire consequences as the lowering of morals of workers in 
any field may unwittingly result in poor performance and a less positive contribution 
to the code of work ethics. As cogently captured by Hofmeyer (1997), quoted in 
Madikizela (2002), in the post-1994 era there has been a decline in the percentage 
of employees who feel that they are treated with respect and fairness.  
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 School staff involvement 
 
Madikizela (2002) emphasizes that the need for social interaction with others is one 
of the basic lower order needs put forward by Maslow and there is a number of 
studies showing the demoralizing effect of social isolation in work situations.  
 
In a mini study I conducted, as alluded to in chapter one, long before this study 
commenced, one of the findings was that some educators had a tendency to look 
down on either the Arts and Culture learning area or the educator responsible for 
Arts and Culture as a person, or both.  
This undermining emanates from the fact that some educators think of other 
content-based subjects as superior to the arts and culture learning area. This also 
contributes to low morale in arts and culture educators.  
 
 Community involvement 
 
As custodians of culture, the community needs to be involved to a certain degree in 
educating their children about their culture and heritage. Crisciuolo (1982, p. 25) 
states that one of the top priorities of the school system is to communicate with the 
staff and community about the curriculum to be followed in their school. Due to the 
fact that most parents who send their children to schools in the rural areas of Libode 
are themselves illiterate, educators, justifiably or unjustifiably, take it upon 
themselves to be the sole imparters of knowledge to the learners. 
 
Educators, on one hand, forget that this learning area has more to do with involving 
the community as the learners are required to participate in the activities of their 
communities. The community, on the other hand, does not see it as their 
responsibility to impart pedagogical knowledge to their children because they view 
teaching as an activity meant for qualified practitioners; in this case, educators.  
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In order to address this deficiency, Crisciuolo (1982, p. 26) goes on to suggest a 
formation of a curriculum advisory council by parents, teachers and members of the 
community to discuss problems and matters related to the curriculum.  
Leichnter’s views (1999) on the family as educator, quoted in Cenge (2006:38), 
revealed that families could be viewed as partners in their children’s education. 
Bronfenbrenne and Leichnter (1995), in Derrick-Lewis (2001, p. 15), assert that high 
levels of interaction between school and family maximize education outcomes for 
children. They further state that communication and shared goals between parents 
and educators lead to successful student outcomes.  
The exchange of ideas through interaction between educators and parents enhances 
personal development and sustains trust and goal consensus.  
Epistain (1986, p. 22) avows that parents and schools share common goals for their 
children, goals that are achieved most effectively when the school and the 
community work together.  
 
2.5 A call to restore African arts and culture in the classroom 
 
As Akrofi and Flolu (2007, p. 144) state “South Africa, being the last African country 
to gain independence from colonial rule, has only recently had the opportunity to put 
into practice the transformation of its political and education systems to suit its 
emerging needs”. They go on to say that African countries are confronted with the 
problem of how to retrieve and restore their history, cultural heritage and national 
identity. They also advocate that in this regard, the arts appear to be one of the 
most significant means of addressing this problem.  
 
Due to the fact that most educators responsible for the Arts and Culture learning 
area, especially in the Libode Mega-District, have no formal training in this learning 
area utilising arts as one of the major means of addressing this problem poses many 
challenges. 
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In addressing this issue, lessons can be learnt from other countries as well. In 
Ghana, as Akrofi and Flolu (2007, p. 149) point out, two policy documents were 
issued in the 1980s.  
 
Firstly there was the Cultural Policy of Ghana, which, among other things, was 
designed to retrieve and restore their history and their heritage in order to protect 
and project them for posterity; it was to support the educational system by ensuring 
the stimulation of creativity and effective reference to Ghanaian traditional values, to 
promote creativity in the field of arts, and ensure the continuity of traditional skills 
and sports and their progressive updating to serve modern development needs as 
Ghana’s contribution to world culture.  
 
The second was the Curriculum Enrichment Programme of the Ministry of Education 
which was intended to encourage both the study and adaptation of relevant 
traditional practices in schools.  
 
In South Africa, as stated by Akrofi and Flolu (2007, p. 150), the Arts and Culture 
Education and Training policy document is part of the general education reform 
process developed to correct the bias in the psyche of the people as a result of the 
apartheid experience. They go on to say that like the cultural policy of Ghana, this 
document takes the position that arts and culture are integral to life and therefore 
are fundamental in all learning areas.  
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2.6 Promoting multiculturalism in the classroom 
 
One of the operational principles guiding the Arts, Culture and Heritage policy is 
ensuring the recognition of aesthetic pluralism and a diversity of artistic forms, 
within a multicultural context and also promoting multilingualism in the arts in 
accordance with the constitution (White Paper on Arts, Culture and Heritage 1996). 
 
In concurring with the white paper, South Africa has many different ethnic groups 
with identities that distinguish themselves and these ethnic groups have their own 
ways of celebrating their cultural identities.  
As a multi-cultural society, South African Arts and Culture education ought to ensure 
the inclusion of all ethnic groups’ culture practiced by various indigenous ethnic 
groups so as to promote multi-culturalism. Every ethnic group has its own distinct 
identity which serves, among other things, as a source of pride and recognition. 
  
Having one culture dominating others results in consequential challenges especially 
when it is foreign to those expected to practice it. The situation becomes more 
testing when one has lost ground with his/her own culture due to indoctrination. 
Assuming that one ethnic group has the capacity to accommodate all identities of 
the different ethnic groups under one umbrella would be presumptuous and 
tantamount to proclaiming that some ethnic groups are more equal than others. It 
is, therefore, imperative that Arts and Culture educators play their part in promoting 
multiculturalism in their classes so that every learner’s ethnicity is taken into 
consideration. Akrofi and Flolu (2007, p. 148) concur in this assertion: “The 
classroom is a unifying institution; it brings together children from different ethnic 
groups. It is therefore in the classroom that the diversity of learners can be 
assimilated into a multi-ethnic or multicultural programme”. This will mainly help 
learners to acknowledge and respect their own cultures of origin whilst developing 
their capacity to participate in an inclusive national culture of conscious choice.  
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The most important question now is: how can this multiculturalism be achieved in 
the rural schools of the Libode Mega-District? 
 
Firstly, educators need to critically think along the lines of integrating the various 
cultures of learners when preparing their lessons. This implies that educators should 
have an understanding of various backgrounds of the learners so as to enable them 
to include examples and demonstrations from various cultures in their lesson 
presentations and learning facilitation.  
This will go a long way to providing learners with opportunities to explore and reflect 
sensitively on contentious cultural issues, to promote inter-cultural exchange and 
advance principles of freedom of expression and human rights.  
 
Lastly, educators should develop a systematized grading of teaching and learning 
material. These should be graded according to both the level of intricacy and the 
age level of the learners. This involves collaboration among arts and culture 
educators in different learning phases in order to select tasks and performances that 
are suitable for learners in each of the learning phases.  
In those schools where there is only one educator for all the learning phases this can 
be made possible by involving experts, in the field of arts and culture, from both the 
community and departmental officials. 
 
2.7 The relevance of the reviewed literature to the status of teaching and 
learning of arts and culture in the Libode Mega-District  
 
The Libode District, in the Eastern Cape, has the same characteristics as the area in 
which Smit (2007) conducted her investigation in the Western Cape. Firstly, it is in 
the rural parts of the Eastern Cape and as a result of that it is one of the previously- 
disadvantaged areas in South Africa. Secondly, most of the teachers responsible for 
Arts and Culture do not have formal training in the learning area.  
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What makes matters worse is the unavailability of tertiary institutions that have 
incorporated this learning area into their programmes of teacher training, as has 
been mentioned by Ndamase (2004) and Dzorkpey (2011) in this chapter.  
It has been mentioned in the foregoing chapter that the unavailability of 
infrastructure, in the Libode District, results in teaching and learning sometimes 
taking place outside the normal classroom. The same challenges, especially the 
shortage of classrooms and other teaching facilities, have been identified by 
Nompula (2006) in the former Transkei region (Eastern Cape) and Maduna (2007) in 
the district of Mthatha.  
 
The Libode Mega-district also faces similar problems as the rest of South African 
educational institutions, including a lack of up-to-date facilities, and an acute and 
growing shortage of qualified teachers, as alluded to by Adkins (2009). Another area 
of difficulty in this learning area is the unavailability of specialists to give guidance 
and assistance to arts and culture educators in their day-to-day operations. By this I 
mean Head of Departments who are specialists in arts and culture up to subject 
advisors specialising in arts and culture.  
 
2.8 Summary  
 
This chapter has ventured to bring forth the challenges in the implementation of the 
Arts and Culture learning area; it has become imperative to bridge the gap, 
identified by Akrofi and Flolu (2007) that exists between policy making and the 
actual implementation of the learning area in the South African school curriculum.  
 
Akrofi and Flolu (2007) advocate that Arts and Culture must therefore be regarded 
as the engine for promoting creative growth among learners and preparing them to 
participate effectively in the socio-cultural and political activities of a multicultural 
South Africa.  
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The literature review focused on the issue of inadequate teacher training, lack of 
teaching and learning material and infrastructure, and lack of support from other 
stake holders. This chapter also looked at restoring African Arts and Culture, and 
lastly, the status of teaching Arts and Culture in the Libode Mega-District. 
 
The next chapter deals with all the research methodologies employed in this study. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
45 
 
CHAPTER 3 
 
RESEARCH METHODOLOGY 
 
3.1 Introduction 
 
This chapter deals with research methodology, research design and research 
instruments employed in the course of this study. It also deals with validity and 
reliability of research instruments as well as specifying the target population, the 
sampling and the sample, and the research site. The current chapter will also deal 
with ethical considerations, data collection procedures and conclusion.  
 
3.2 Research methodology 
 
In conducting the study I have used both quantitative and qualitative research 
methodologies, that is, mixed methods. Mixed methods are a combination of both 
quantitative and qualitative research designs (Creswell and Plano Clark, 2007). 
According to Creswell and Plano Clark (2007, p. 5), its central premise is that the 
use of quantitative and qualitative approaches in combination provides a better 
understanding of research problems than either approach alone. This combination of 
methods has helped me to establish the degree of congruence between the verbal 
responses gathered through the use of qualitative design and the statistical evidence 
proffered in the quantitative data collection and analyses. The use of quantitative 
design has also been important for enabling statistical analyses of data so as to 
establish the extent to which educators view the perceived challenges in 
implementing the arts and culture learning area. Quantitative research uses either 
experimental or non experimental modes of enquiry and presents statistical results 
represented by numbers (Creswell and Plano Clark, 2007). Qualitative research uses 
either interactive or non interactive modes of enquiry and presents data as a 
narration with words (Creswell and Plano Clark, 2007). 
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3.3 Research design 
 
As this study investigates challenges experienced by educators in implementing Arts 
and Culture as a learning area in the  rural schools of the Libode Mega-District it was 
imperative to opt for a design best apposite for leaving no stone unturned. It is for 
this reason that survey research design was preferred. Surveys are, as stated by 
McMillan and Schumacher (2006, p. 304), used to learn more about people’s 
attitudes, beliefs, values, demographics, behaviour, opinions, habits, desires, ideas, 
and other types of similar information. They are used frequently in business, politics, 
government, sociology, public health, psychology and education because accurate 
information can be obtained for large numbers of people with a small sample. 
  
Survey research, according to McMillan and Schumacher (2006, p. 305), is very 
popular in education for three primary reasons: versatility, efficiency, and 
generalisability. Macmillan and Schumacher (2006) go on to say that schools use 
surveys to evaluate aspects of the curriculum or administrative procedures. They 
also state that the most important reason for the popularity of surveys is that small 
samples can be selected from a larger population in ways that permit generalizations 
to the population. By using survey research design I am aiming at evaluating 
challenges in the implementation of the Arts and Culture learning area in the school 
curriculum in the rural schools as per intentions of the RNCS. I intend to achieve this 
by examining the challenges faced by educators in its implementation. This design is 
also going to afford me an opportunity of generalising the findings, obtained from a 
small sample which has been randomly selected, to the population of the GET Band 
schools in the Libode Mega-District. 
 
I will also use in-depth interviews to collect qualitative data. These are open 
response questions to obtain data of participant meanings, that is, how individuals 
conceive of their world and how they explain or make sense of the important events 
in their lives (McMillan and Schumacher, 2006 p. 443).  
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The in-depth interviews are intended to afford participants an opportunity to 
elaborate on responses given in the questionnaire. As an interactive mode of enquiry 
in-depth interviews will use a face-to-face technique to collect data. The collected 
data will help me build a holistic picture with detailed descriptions of participants’ 
perspectives. 
 
3.4 Research instruments 
 
In conducting this research I used questionnaires and in-depth interviews as tools 
for data collection. As McMillan and Schumacher (2006, p. 257) state: 
         
For many good reasons the questionnaire is the most widely used technique for obtaining 
information from subjects. A questionnaire is relatively economical, has the same questions 
for all subjects and can ensure anonymity. Questionnaires can use statements or questions, 
but in all cases the subject is responding to something written for specific purposes.  
 
Babbie and Mouton (2001, p. 230) state that questionnaires have various 
advantages over other research instruments because they guarantee confidentiality 
and may elicit more information than the use of other instruments. In the 
questionnaires, I used scaled items which enabled the subjects to check the place on 
the scale that best reflected their beliefs and/or opinions about the statement. The 
type of scale used was the Likert type scale because it affords the participants an 
opportunity to express explicitly the degree to which the written statements and or 
questions in the questionnaire best describe the participant’s feelings and/or 
opinions. It also provides undisputed facts about themselves and their situation as 
well as their either agreement or disagreement with the statement better than 
merely saying yes or no.  
 
By using the questionnaire I intended to find out whether there were any problems 
that educators experience in implementing the arts and culture learning area. 
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 I also intended to investigate the sources of these problems by exploring, chiefly 
among others, aspects of teacher training, availability of resources necessary for 
teaching and learning, and also the support enjoyed by teachers from other 
stakeholders. 
 
3.5 Developing the questionnaire 
 
In developing the questionnaire I constructed statements based on the research 
questions. To this end I looked for statements that were going to provide direct and 
pertinent information to address the research questions of this study. I also based 
questionnaire statements on literature that I had reviewed on the research 
questions. After formulating research questions I reviewed literature pertaining to 
the research questions and I constructed investigative statements from the studies I 
reviewed.  
 
I divided the questionnaire into five sections as follows: Section A deals with the 
bibliographic information of the participants. Section B deals with information that 
relates to challenges they face in implementing Arts and Culture. Section C deals 
with the support they get from other stakeholders and section D deals with 
availability of infrastructure and other teaching and learning material. The 
questionnaire has eighteen statements. (See appendix A) 
 
As stated before, in-depth interviews have also been used to collect data. According 
to McMillan and Schumacher (2006, p. 443):  
 
In-depth interviews are open-response questionnaires to obtain data of participant meaning- 
how individuals conceive of their world and how they explain or make sense of the important 
events in their lives. Interviews may be the primary data collection strategy or a natural 
outgrowth of observation strategies.  
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Due to the fact that a Likert type scale questionnaire enables a participant to 
respond to statements and/or questions by expressing the degree to which he/she 
agrees, in-depth interviews were used to afford participants an opportunity to 
elaborate on the responses made on the questionnaire.  
 
3.6 Validity and reliability of research instruments 
  
Kerlinger (1973, p. 104) describes validity as the extent to which an instrument 
measures what it is intended to measure. McMillan and Schumacher (2000), view 
validity as a judgment of the appropriateness of a measure for specific inferences. 
They continue to state that validity is assessed depending on the purpose, 
population, and environmental characteristics in which measurement takes place. 
When talking of validity of research instruments, researchers refer to the contents of 
the instruments.  
 
McMillan and Schumacher (2000, p. 241) proclaim that the evidence of content 
validity is accumulated by having experts examine the contents of the instrument 
and indicates the degree to which they measure predetermined criteria or objectives.   
 
In this study, I gave questionnaires to experts, in the field of research, to establish 
whether questions asked and/or statements had the ability to measure what the 
study intended to measure. Fortunately, the experts’ response was positive in that 
the questionnaire was declared to be of a good standard and was suitable to 
measure what the study intended to measure. 
 
The validity of the research interview questions, as an instrument for data collection, 
was obtained by establishing the degree to which the interpretations and concepts 
had mutual meanings between the participants and the researcher, as advocated by 
McMillan and Schumacher (2000, p. 407).  
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Other strategies used to enhance validity were participant verbatim language and 
mechanically-recorded data. During the interviews the participants were encouraged 
to respond in their mother tongue so as to ensure an unambiguous expression on 
phenomena of interest. This helped me to get the genuine and overt meaning of 
participant expressions.  
Data was recorded using a cell phone so as to ensure its storage for reference 
purposes during data analyses. Recorded data gave me an opportunity to play back 
participants’ responses in order to avoid distortion of information during data 
analyses.    
 
The next step was to establish the reliability of the research instruments. Schweigert 
(1994, p. 21) describes reliability as the extent to which a given instrument confers 
the same results when repeated.  
 
Two pilot studies were conducted, one after the other, using six Arts and Culture 
educators from two of my neighboring schools before questionnaires were 
distributed to the participants. These schools were not part of the sample and were 
identified on convenience. I undertook this exercise to establish whether the findings 
of the second pilot study would be able to replicate the first. The findings of the 
second study were indeed the same as those of the first study. I was, therefore, 
convinced that reliability had been established. 
 
After establishing the reliability of the questionnaires they were given to the sample 
for completion. Cohen, Manion and Morrison (2000, p. 260) list several functions of 
pilot study, chiefly among these is to increase reliability, validity, and practicability of 
the questionnaire. 
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3.7 Target population 
 
As has been mentioned in the first chapter, this study focuses on the Libode Mega-
District. The Libode Mega-District comprises of three districts that were combined to 
form one mega-district. These three former districts were Ngqeleni, Libode, and Port 
St John’s. The Libode Mega-District comprises of about three hundred and 
seventeen (317) schools in the General Education and Training (GET) Band and 
forty-two (42) schools in the Further Education and Training (FET) Band.  
It is the schools in the GET band that make up the population in this study. This is 
so because there is no learning area that combines all the four components of arts 
and culture in the FET band as yet.  
 
According to McMillan and Schumacher (2000, p. 169), a population is a group of 
elements or cases, whether individuals, objects or events that conform to specific 
criteria and to which the researcher intends to generalize the results of the research. 
This group is also referred to as the target population.  Bell (1999, p. 34) defines 
target population as a specific pool of cases from which the researcher draws the 
sample. For this study the target population was the Arts and Culture educators 
working in the rural schools of the Libode Mega-District in the GET Band and from 
which ten schools were randomly sampled.  
 
3.8 Sampling and sample 
 
I have used probability sampling because it ensures that subjects are drawn from a 
larger population in such a way that the probability of selecting each member of the 
population is known though probabilities are not necessarily equal (McMillan and 
Schumacher 2000, p. 170). Several methods of probability sampling include simple 
random sampling, systematic sampling, stratified random sampling, and cluster 
sampling. 
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The reason for selecting probability sampling is that it is conducted to provide 
estimates of what is true for a population from a smaller group of subjects 
efficiently. The other reason is that its methods involve some type of random 
sampling in which each member of the population has as equal a chance of being 
selected as other members in the same group. As McMillan and Schumacher (2000, 
p. 170) state, bias is avoided with random sampling because there is a high 
probability that all the population characteristics will be represented in the sample.  
 
The sampling method used in this study is cluster sampling. The reason is that this 
sampling method allows the researcher to identify convenient, naturally-occurring 
group units which, for the purposes of this study, are schools. After I obtained the 
list of schools from the District office I cut out the names of schools with scissors, 
and with the help of my former colleague, folded them and put them in three 
separate hats according to their former Districts.  
From these hats we randomly picked up ten folded papers to reveal the names of 
the schools that made up the sample for this study.  It was from these ten schools 
then that twenty-two participants were selected.  
 
About 50% of the schools in the sample had one educator for each learning phase, 
viz. junior, intermediate, and senior phases; 20% of them had more than one 
educator in one of the learning phases, 20% had one educator for all the learning 
phases, and 10% of the schools did not have an educator in one of the learning 
phases. This, however, did not depend solely on the number of learners per phase 
but on the availability of educators willing to teach the arts and culture learning 
area.  
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3.9 Research site 
 
This study is focused on the GET band rural schools of the Libode Mega-District. The 
Libode Mega-District comprises of three districts that were combined to form one 
mega-district. These three former districts were Ngqeleni, Libode, and Port St 
John’s. All sampled schools in the district had electricity except for one in the former 
Ngqeleni district. All schools in the sample start from grade R to grade nine. There 
were no mud-hut schools in the sample. 
 
3.10 Ethical considerations 
 
The basis of ethical considerations in any research process is that the protection of 
the rights and welfare of the research subjects should be at the core of any data 
collection. In concurrence with the foregoing view, McMillan and Schumacher (2000, 
p. 196) state that, “ethics generally are considered to deal with beliefs about what is 
right or wrong, proper or improper, good or bad”. For ethical consideration purposes 
in this study the following steps were undertaken.  
 
Permission 
 
I first asked for permission from: (i) the District director (ii) Principals of the schools 
from which the participants were to be drawn. Letters were written to the above- 
mentioned officials (Appendices C and D) and they were asked to respond to the 
request in writing (Appendices E and F). 
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Confidentiality 
 
Participants were assured of the confidentiality of the information obtained from 
them. It was further explained to the participants that I would be the only person 
with access to the participating individuals’ data and the names of the participants 
and that data could not be linked to individual participants by name.  
Participants were also guaranteed anonymity as well as their right to withdraw at 
any stage of this research process should they feel uncomfortable.  
 
Protection from harm 
 
Participants’ true identities were protected by devising and using anonymous codes 
instead of their actual names during the data analysis stage of the research.  
Both the participants and I understood that their participation was deemed 
voluntarily and I had taken the necessary precautions to obliterate any perceptible 
form of discomfort.  
 
Informed consent  
 
Informed consent forms were given to participants before the study began for them 
to sign if they agree to take part in the study. (See appendix G). This was done for 
ethical reasons and safety precautions against possible litigation by the participants 
should some participants want to deny any consensual pre-agreement about 
participating in the study after the study had been finished. 
 
The participants were informed about all aspects of the study and were further 
notified that the research was for study purposes only. Participants were also 
guaranteed protection from any physical or mental discomfort, harm, and danger in 
any form. The participants were further provided with the undertaking that they 
could receive the results of the study upon its completion, should they so wish. 
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3.11 Data collection procedures 
 
After obtaining permission from the district director, the principals of the schools 
where research participants were working and after the completion of the signing of 
consent forms by participants, I visited sites for data collection.  
 
3.11.1 Data collected through the use of questionnaires 
 
I distributed questionnaires by hand to all participants for the purpose of data 
collection (Appendix A).  
Participants were given a reasonable period of two weeks so that they could take 
their time to complete the questionnaires without rushing themselves. At the end of 
the second week I personally collected the questionnaire to ensure maximum 
feedback. Due to this effort there was a 100 percent response. On the day of 
questionnaire collection interviews with participants were conducted. 
 
3.11.2 Data collected through interviews 
 
Interview questions were structured in a way that would probe explanations of and 
elaboration on some of the participants’ responses to statements found on the 
questionnaires. With the help of my supervisor I managed to standardise the 
questions to avoid bias (Appendix B). Each interview session was given a maximum 
of twenty minutes so as to allow participants space to elaborate on their responses. 
Participants who were interviewed in this study were the same participants who had 
been given questionnaires to complete.   
 
I decided, in order to save time, to use both group and one-on-one interviews. In 
schools where they had more than one educator in a particular phase I thought it 
would be best to interview the educators of that phase at the same time. In schools 
where they have one educator in a phase I decided to use the one-on-one 
technique.  
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After interviewing one group of educators I decided to do away with group 
interviews. The reason was that I noticed that only one educator was giving answers 
and the other one just concurred thereby limiting the richness of data.  
 
A cell phone was used to record verbal data for reference purposes during data 
analyses. There were participants who were skeptical to having their voices recorded 
and I asked those to respond to the interview questions in writing. 
 
3.12 Summary 
 
This chapter focused on the Research Methods employed in this study and also the 
Research Design which I perceived as best apposite to employ in this study. 
Questionnaires In-depth interviews were used as Research Instruments. To explore 
the research instruments’ ability to yield the required data their validity and reliability 
needed to be ensured. I also explained  Population and Sampling procedures utilized 
in this study together with the type of environment of the research site, research 
ethics, and data collection. 
 
The next chapter will deal with data presentation and analyses. 
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CHAPTER 4 
 
DATA PRESANTATION AND ANALYSES 
 
4.1 Introduction 
 
This chapter focuses on the presentation and analyses of data gathered during data 
collection. As has been alluded to in the foregoing chapter, data were collected 
through the use of questionnaires and interviews. In the present chapter data 
collected through the use of questionnaires is analysed using the Statistical Package 
for Social Science (SPSS) and will be presented in the form of tables. A presentation 
of findings will be given through written descriptions.  
 
Data collected through interviews was first coded to form units according to 
similarities and/or differences among units. Units were thereafter grouped into 
clusters to form domains in order to discover relationships between domains.  
 
4.2 Data presentation 
 
4.2.1 Quantitative data 
Questionnaires were hand distributed to the participants who were given two weeks 
to complete them. Each questionnaire had eighteen statements. After two weeks 
questionnaires were personally collected to ensure a 100 percent collection. Due to 
this effort there was 100 percent feedback.  Fortunately there were no spoilt 
questionnaires. After collecting the questionnaires I used the SPSS programme to 
capture the data. After capturing the data I scrutinised it to verify that it was 
captured properly. 
  
Out of the twenty-two participants 51 percent of them were females. All participants 
were Xhosa speaking but because they all knew and understood English both the 
participants and I felt no need to translate the questionnaire into Xhosa. All 
participants were working in public schools.  
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Participants varied according to the number of years for which they had been 
teaching Arts and Culture as a learning area; 23 percent had been teaching this 
learning area for one to two years, 18 percent had been teaching it for three to four 
years, another 23 percent had been teaching it for five to six years, and 36 percent 
had been teaching it for seven years and more.  
 
4.2.2 Qualitative data 
It has been mentioned in the foregoing chapter that interview questions were 
structured in a way that would probe explanations and elaborations on some of the 
participants’ responses to statements found on the questionnaire. Face-to-face 
interviews were conducted on the day I collected questionnaires from each 
participant. Each interview lasted for about twenty minutes. There were eight main 
questions for the interview (appendix B).  
Interview data were recorded using a cell phone and those participants who were 
skeptical of having their voices recorded responded on paper. Interim data analyses 
were done during data collection.  
 
Data responses were numbered to avoid using participants’ names for identification 
purposes. After numbering the data similar responses in each statement were 
grouped and coded to form units from A to Q. Units were thereafter grouped into 
clusters to form domains in order to discover relationships between domains. The 
following table represents processes followed during interim analyses and the actual 
analyses of data. 
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Table 4.1 Steps in data analyses 
 
Units Clusters 
A: Gender  
Participants biography B: Teaching Experience 
C: Spoken Language 
D: Training in all 
components 
 
Challenge of inadequate 
training E: Training in some of the 
components 
F: Institution of training 
G: Effectiveness of teaching 
and learning 
 
Learner progression 
H: Learners’ performance 
I: Assistance from DoE  
Stakeholders’ assistance J: Assistance from SMT 
K: Assistance from other 
educators 
L: Assistance from 
community at large 
M: Availability of classrooms 
for teaching arts and culture 
 
Infrastructure 
N: Availability of practice 
rooms 
O: Availability of text books  
 
Teaching and learning 
material 
P:Availability of resource 
material for practical 
Q: Teachers’ feelings about 
arts and culture 
 
Qualitative data analyses is dealt with towards the end of this chapter and the 
following section focuses on quantitative data analyses. 
 
4.3 Analyses of quantitative data 
 
4.3.1 Section A: Biographical information 
This information was obtained from participants by examining their gender, spoken 
language, type of school in which they worked, and the number of years teaching 
the Arts and Culture learning area. 
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4.3.1.1 Participants’ gender. 
 
Table 4.2 Gender  
 
 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
 Male 9 40.9 40.9 40.9 
Female 13 59.1 59.1 100.0 
Total 22 100.0 100.0  
 
Table 4.2 shows two distributions of gender levels: Male (40.9%) and female (59.1). 
These findings reveal that there were more female than male participants in the 
study. . 
 
4.3.1. Participants’ language. 
 
Table 4.3 Home language   
 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Isixhosa 22 100.0 100.0 100.0 
 
All participants in the study were Xhosa speaking as revealed in table 4.3. This 
finding implies that educators responsible for arts and culture in the Libode Mega-
District were Xhosa-speaking educators. 
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4.3.1.3 Number of years teaching Arts and Culture. 
 
Table 4.4 Number of years teaching arts and culture 
 
 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid 1-2 5 22.7 22.7 22.7 
3-4 4 18.2 18.2 40.9 
5-6 5 22.7 22.7 63.6 
7+ 8 36.4 36.4 100.0 
Total 22 100.0 100.0  
 
Table 4.4 reveals that educators who had been responsible for the Arts and Culture 
learning area for one to two years constituted 22.7% of the sample. Those who had 
been teaching Arts and Culture for three to four years constituted 18.2%, 22.7% are 
educators who had been teaching Arts and Culture for five to six years. Educators 
who had been teaching Arts and Culture for seven years and more constituted 
36.4%. From these statistics it is shown that most teachers had been teaching arts 
and culture for a longer period than others.  
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4.3.3 Section B: Challenges in implementing Arts and Culture as a learning 
area. 
 
4.3.3.1 Educators facing challenges 
 
Table 4.5 Educators facing challenges 
 
 
 
 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid strongly 
agree 
9 40.9 40.9 40.9 
Agree 13 59.1 59.1 100.0 
Total 22 100.0 100.0 
 
 
 
According to table 4.5, the levels of challenges faced by arts and culture educators 
were distributed as follows: 40.9% of educators strongly agreed that they faced 
challenges while 59.1% agreed. The above table reveals the reality that all sampled 
educators who were responsible for the Arts and Culture learning area in the Libode 
Mega-District faced challenges with the implementation of the learning area.   
 
 
 
 
 
 
 
 
 
 
 
 
63 
 
4.3.3.2 Effectiveness of teaching and learning. 
 
Table 4.6 Effectiveness of teaching and learning 
 
 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Agree 12 54.5 54.5 54.5 
Not sure 7 31.8 31.8 86.4 
Disagree 3 13.6 13.6 100.0 
Total 22 100.0 100.0  
 
The distribution of levels of teaching and learning effectiveness was as follows: A 
little more than half (54.5%) of the respondents said that effective teaching and 
learning was taking place, 31.8% were not sure and 13.6% said there was no 
effective teaching and learning in this learning area. While teachers agreed they 
faced challenges in the effective implementation of this learning area most teachers 
said effective teaching and learning was taking place even under prevailing 
conditions. Others were not sure about whether there was effective teaching and 
learning while others said there was no effective teaching and learning.  
 
4.3.3.3 Learners’ performance in arts and culture. 
 
Table 4.7 Learners' performance 
 
 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Valid Agree 10 45.5 45.5 45.5 
Not sure 8 36.4 36.4 81.8 
Disagree 4 18.2 18.2 100.0 
Total 22 100.0 100.0  
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When dealing with levels of learner performance, educators responded as follows: the 
majority of participants (45.5%) were satisfied with their learners’ performance while 
others (36.4%) were not sure about whether or not their learners were performing well. 
The minority (18.2%) of participants observed that their learners did not perform well in 
this learning area. As a result of the varying degrees of the effectiveness of teaching and 
learning there was also a degree of variance even in the perceived learner performance 
in the learning area. The majority of the participants were happy with their learners’ 
performance while other teachers were not sure whether their learners perform well in 
this learning area. The minority of participants had observed that their learners do not 
perform well in this learning area.  
 
4.3.3.4 Formal training in all components of arts and culture. 
 
Table 4.8 Formal training in all four components 
 
 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Disagree 20 90.9 90.9 90.9 
Strongly 
disagree 
2 9.1 9.1 100.0 
Total  22 100.0 100.0  
     
 
The majority (90.9%) of participants said that they had not received training in all 
four components and 9.1% of participants in the Libode Mega-District felt very 
strongly about the issue of their not having received training. It is clear that all 
educators responsible for arts and culture learning area in the Libode Mega-District 
did not receive any formal training in all components of this learning area. 
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4.3.3.5 Formal training in some of the components of arts and culture 
 
Table 4.9 Formal training in some components 
 
 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid strongly agree 1 4.5 4.5 4.5 
Agree 10 45.5 45.5 50.0 
Disagree 9 40.9 40.9 90.9 
Strongly 
disagree 
2 9.1 9.1 100.0 
Total 22 100.0 100.0  
 
Not all educators in the sample had received formal training in some of the 
components of Arts and Culture; 50% of participants received formal training in 
some of the components while the other 50% received no formal training in any. 
The levels of formal training distribution as shown in the above table were: 4.5% 
strongly agreed, 45.5% agreed, 40.9% disagreed, and 9.1% strongly disagreed. 
These findings imply that half of the participants did receive formal training in some 
of the components of arts and culture while the other half had not. 
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4.3.4 Section C: Support from other stake holders.  
4.3.4.1 Departmental support given to arts and culture educators. 
 
Table 4.10 Departmental support 
 
 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly 
agree 
1 4.5 4.5 4.5 
Agree 3 13.6 13.6 18.2 
Not sure 7 31.8 31.8 50.0 
Disagree 11 50.0 50.0 100.0 
Total 22 100.0 100.0  
 
Table 4.10 shows responses from participants as follows: 4.5% of participants 
strongly agreed, 13.6% agreed, 31.8% were not sure, 50% disagreed. This means 
that in most schools in the Libode Mega-District Arts and Culture educators did not 
receive departmental support.  
 
4.3.4.2 Support given to arts and culture educators by other educators in 
the circuit. 
 
Table 4.11 Support from other teachers in the circuit 
 
 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Agree 4 18.2 18.2 18.2 
Not sure 2 9.1 9.1 27.3 
Disagree 16 72.7 72.7 100.0 
Total 22 100.0 100.0  
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On support given by other teachers in the circuit, participants responded as follows: 
18.2% of participants agreed, 9.1% were not sure, and 72.7% disagreed.  
This finding revealed that most educators did not receive any kind of support from 
other teachers in the circuit. 
 
4.3.4.3 Support from the school management team (SMT) 
 
Table 4.12 Management support 
 
 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Valid Agree 4 18.2 18.2 18.2 
Not sure 8 36.4 36.4 54.5 
Disagree 10 45.5 45.5 100.0 
Total 22 100.0 100.0  
 
Educators’ responses on management support are presented in the above table as 
follows: 18.2% of participants agreed, 36.4% were not sure while 45.5% disagreed. 
Only a small percentage of arts and culture educators received support from the 
school management team. 
 
4.3.4.4 Support given to arts and culture educators by other staff 
members at school. 
 
Table 4.13 Support from other staff members 
 
 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Agree 8 36.4 36.4 36.4 
Not sure 6 27.3 27.3 63.6 
Disagree 8 36.4 36.4 100.0 
Total 22 100.0 100.0  
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Table 4.13 presents participants’ responses on support from other staff members as 
follows: 36.4% of participants agreed, 27.3% were not sure, and 36.4% disagreed. 
In some schools Arts and Culture educators got support from their colleagues while 
others did not. A smaller percentage was not sure about getting support. 
 
4.3.4.5 Support given to arts and culture educators by the community at 
large. 
 
Table 4.14 Support from the community at large 
 
 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Agree 3 13.6 13.6 13.6 
not sure 2 9.1 9.1 22.7 
Disagree 8 36.4 36.4 59.1 
strongly 
disagree 
9 40.9 40.9 100.0 
Total 22 100.0 100.0  
 
Responses to the statement on community support were: 13.6% agreed, 9.1% were 
not sure, 36.4% disagreed, and 40.9% strongly disagreed. A huge number of 
schools did not get support from the outside community while only a few schools 
enjoyed community support. 
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4.3.5 Section E: Availability of classrooms and other teaching and learning 
material.  
 
4.3.5.1 Availability of classrooms designed for teaching arts and culture. 
 
Table 4.15 Availability of classroom designed to teach arts and culture 
 
 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Disagree 4 18.2 18.2 18.2 
strongly 
disagree 
18 81.8 81.8 100.0 
Total 22 100.0 100.0  
 
On availability of classroom design for teaching Arts and Culture, participants’ 
responses were: 18.2% disagreed and 81.8% strongly disagreed. In the Libode 
Mega-District there were no classrooms specially designed for teaching arts and 
culture. 
 
4.3.5.2 The availability of textbooks. 
 
Table 4.16 Availability of textbooks 
 
 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid strongly 
agree 
2 9.1 9.1 9.1 
Agree 19 86.4 86.4 95.5 
Disagree 1 4.5 4.5 100.0 
Total 22 100.0 100.0  
 
9.1% of participants strongly agreed about the availability of Arts and Culture 
textbooks, 86.4% agreed while only 4.5% of participants disagreed.  
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The findings of the study indicated that most schools in the Libode Mega-District did 
have textbooks for teaching Arts and Culture while there are those without any 
textbooks. Textbooks, therefore, were not a major problem. Textbooks that are 
commonly found in most schools are: Spot on Arts and Culture written by Sleep and 
Turner, Shuters Arts and Culture written by Hannaway, Pallett, Steyn, Stielau, and 
Stipcich. Additional textbooks that some of the schools have are: Viva Arts and 
Culture, My Clever Arts and Culture, and Successful Arts and Culture.  
 
4.3.5.3 Availability of other teaching and learning material besides 
textbooks. 
 
Table 4.17 Availability of other teaching equipment 
 
 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid not sure 1 4.5 4.5 4.5 
Disagree 11 50.0 50.0 54.5 
strongly 
disagree 
10 45.5 45.5 100.0 
Total 22 100.0 100.0  
 
In response to the statement on availability of other teaching material, 4.5% of 
participants were not sure, 50% disagreed, and 45.5% strongly disagreed. From 
these findings it is clear that schools in the Libode Mega-District did not have other 
material, except textbooks, for teaching arts and culture. 
 To be precise these refer, inter alia, to recorders, pianos, Uhadi, Umrhube, tape 
recorders or C D player, CDs with dance music or DVDs, drawing charts or papers, 
pencils or ink, costumes and stage. These are among the basic equipment for 
effective teaching and learning of arts and culture. But as the table above reflects 
these are not found at schools. 
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4.3.5.4 Availability of practice rooms. 
 
Table 4.18 Availability of practice rooms 
 
 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Disagree 7 31.8 31.8 31.8 
strongly 
disagree 
15 68.2 68.2 100.0 
Total 22 100.0 100.0  
 
The above table presents participants’ responses to availability of practice rooms as 
follows: 31.8% disagreed and 68.2% strongly disagreed. These findings suggest 
that there was no school with practice rooms in the Libode Mega-District.  
 
4.4 Analyses of qualitative data. 
 
The following are detailed comments on participants’ responses to the phenomena 
of interest to the researcher. 
 
4.4.1 Challenges 
 
The most difficult challenge to all participants appeared to be the lack of classrooms 
designed for teaching and learning of Arts and Culture. Arts and Culture lessons take 
place in the same classrooms as other learning areas which, because they do not 
have a practical aspect, have no space for dancing and acting. Inadequate formal 
training hinders educators when attempting to comply with their duties according to 
the expectations of the RNCS. Participants said that some of the components of this 
learning area were more difficult than others. To those who had had formal training 
in one or two of the components, found  the area of difficulty lay with the 
components in which they did not have formal training.  
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For those who did not have formal training in any of the components the area of 
difficulty lay with those with which they were not familiar or which they did not like. 
Some participants stated that even the availability of textbooks does not help them 
as they cannot understand what they read from the textbooks. Another big 
challenge which participants pointed out was the allocation of time to teaching and 
learning of Arts and Culture. They all complained that there was not enough time 
allocated to this learning area since it involved a great deal of practical work. 
 
4.4.2 Teaching and learning effectiveness 
 
All participants concurred on the question of teaching and learning effectiveness in 
the theoretical part of the learning area but they all agreed on the lack of 
effectiveness in the practical part due to the lack of facilities and teaching material. 
The participants’ inability to demonstrate what has to be done also contribute to the 
lack of effectiveness on the practical part of the learning area. Some educators 
explained that even though they discovered talent in some of the learners it was 
very difficult to nurture that talent due to lack of resources. Others attributed the 
lack of effectiveness to the fact that they dislike the Arts and Culture learning area. 
Some educators also attributed the lack of effectiveness to large numbers of 
learners. 
 
4.4.3 Learner progression  
 
Educators observed that this unfortunate situation of not having practice rooms and 
other necessary equipment contributed to learners forgetting most of the things they 
were doing in the previous phase when they graduated to the next phase. This was 
even more evident when the educator in the present phase was not the same 
person who had been handling the previous phase. Most educators said that they 
resorted to selecting topics that they considered to be easy and of the most interest 
to the learners. Most participants divulged that they only teach traditional dance and 
during examination time they tell the learners to answer what they think they know.  
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4.4.4 Teacher training 
 
Out of the-twenty two participants none had received formal training in all four 
components of the Arts and Culture learning area. A small percentage of them had 
formal training mostly in music from the Walter Sisulu University and the former 
training colleges. The majority of participants did not have any formal training in any 
of the components of the learning area. Most participants stated that they do not 
understand even the terminology used in some of the components of the learning 
area. This lack of understanding makes it very difficult to explain concepts even if 
their learners need more clarity. Most participants concurred that this lack of 
understanding makes them loose confidence in what they are teaching and that 
leads to frustration. Participants have observed that even their learners can see that 
they are not sure about what they are teaching. Consequently, learners also lose 
confidence in their educators because they can see that even their educators do not 
know this learning area.  
 
4.4.5 Assistance from other stake holders 
 
Most educators agreed that they did get support; however, they referred to it as 
inadequate. This was with reference to the Department of Basic Education in terms 
of workshops. All agreed that the support they got did not help with their problems 
because of the following reasons: 
1. The workshops were conducted over two to three days and due to the wide 
ranging nature of Arts and Culture they did not cover important aspects and 
most of the time did not address their problems. 
2. These workshops were conducted by educators who were not specialists in 
the field of Arts and Culture. 
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Although many educators did not get support from the community at large, a few of 
them acknowledged the indigenous knowledge assistance their learners got from the 
community. As for the schools as institutions, educators pointed to their 
unwillingness to spend on Arts and Culture equipment except for textbooks, paint 
and brushes. All participants agreed that their schools do not want to buy the 
necessary equipment for teaching and learning of Arts and Culture because it is 
expensive. Most educators revealed that even if their schools can buy the equipment 
they do not know how to use it. Thus, even in schools where they had some of the 
equipment it was not put to use and unfortunately some of the equipment would be 
vandalized. 
 
 
4.4.6 Availability of infrastructure and other teaching and learning 
material 
 
All educators agreed on the unavailability of the necessary infrastructure for the Arts 
and Culture learning area. Except for one participant who had to borrow textbooks 
from neighbouring schools, all the others agreed that they had textbooks as 
teaching and learning material. One of the schools had an old acoustic Piano which 
was not put in use due to the fact that the educator could not play it.   
 
4.4.7 General feeling of participants about the arts and culture learning 
area 
 
All participants lacked enthusiasm about the Arts and Culture learning area for a 
number of reasons. Chief among these reasons was the lack of self confidence in 
what they were doing due to inadequate training. As referred to in chapter 1, most 
educators confessed to navigating their way through this learning area through trial 
and error. The challenge regarding the lack of specialists as facilitators was an 
obstacle to success and this was confirmed by participants. 
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4.5 Mini-findings on qualitative data 
 
In this sub-section I am going to concentrate on the summary of findings made on 
qualitative data. In this summary the focus will be on the challenges regarding 
infrastructure and other teaching and learning material, teacher training, support 
given to educators by other stake holders and general feelings of participants about 
arts and culture. A full discussion on findings will be presented in the next chapter.  
 
Infrastructure and other teaching and learning material 
 
In the Libode Mega-District there are no classrooms specially designed for teaching 
Arts and Culture, thus, there is not enough space to perform the practical part of the 
learning area. Textbooks are the only teaching and learning material used in schools 
in the Libode Mega-District.  
 
Teacher training 
 
There were no educators who had had formal training in all components of Arts and 
Culture. A few had received formal training in music only and some in music and 
visual arts. 
 
Support from other stake holders 
 
The Department of Basic Education conducted workshops for Arts and Culture but it 
did not have specialists in the learning area, hence educators regarded workshops as 
not really helping to address their problems. 
General feeling of participants  
All participants agreed that they disliked the Arts and Culture learning area due to 
the fact that they were not professionally trained in Arts and Culture. 
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Table 4.19 Grouping Clusters into Domains/Themes 
 
Units Clusters Domains/ Themes 
A: Gender  
Participants biography 
 
 
Teacher training and its 
impact to arts and culture 
implementation 
B: Teaching Experience 
C: Spoken Language 
D: Training in all 
components 
 
Challenge of inadequate 
training E: Training in some of the 
components 
F: Institution of training 
G: Effectiveness of 
teaching and learning 
 
Learner progression 
 
 
 
 
Stake holders support 
H: Learners’ performance 
I: Assistance from DoE  
 
Stakeholders’ assistance 
J: Assistance from SMT 
K: assistance from other 
educators 
L: assistance from 
community at large 
M: Availability of 
classrooms for teaching 
arts and culture 
 
 
Infrastructure  
 
 
 
 
Resource material and 
infrastructure designed for 
teaching and learning of 
arts and culture. 
 
N: Availability of practice 
rooms 
O: Availability of text 
books 
 
 
Teaching and learning 
material 
P:Availability of resource 
material for practical work 
Q: Teachers’ feelings 
about Arts and Culture 
 
 
After data were coded into units, units were grouped into clusters for analyses. After 
data analyses, clusters were organized into themes to present findings according to 
themes. Table 4.2 shows all the steps followed from data coding to the development 
of themes.  
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4.6 Summary 
 
In this chapter I have dealt with both quantitative and qualitative data presentation. 
It has been mentioned in foregoing chapter that quantitative data was gathered 
through the use of questionnaire and in-depth interviews were used to gather 
qualitative data. Quantitative data was analysed using the Statistical Package for 
Social Science while the qualitative data was coded, clustered and themed before 
and during analyses. The present chapter also presented both quantitative and 
qualitative data and showed all steps followed, in qualitative data, from data coding 
to the development of themes. I also moved on to quantitative and qualitative data 
analyses, and lastly to the mini-findings of the qualitative data. 
 
A full discussion on findings will be done in the next chapter. 
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CHAPTER 5 
 
DISCUSSION ON THE FINDINGS, SUMMARY, IMPLICATIONS AND 
RECOMMENDATIONS 
 
 
5.1 Introduction 
 
This chapter deals with the findings of the study, the summary of the study, 
implications, recommendations, presents conclusion, and lastly the limitations of the 
study. The aim of this study was to investigate challenges faced by educators in the 
implementing of arts and culture as a learning area in the revised national 
curriculum statement. The focus area of this study is the Libode Mega-District. 
 
5.2 Findings of the study 
 
Findings from questionnaires and interviews will be discussed under the following 
themes, formulated from the research questions and data analyses: 
 Teacher training and its impact on Arts and Culture implementation. 
 Stake holders support. 
 Resource material and infrastructure designed for teaching and learning of 
arts and culture. 
 
5.2.1 Theme A: Teacher training and its impact on arts and culture 
implementation 
 
This theme has been divided into the following aspects: teacher training, all 
components of Arts and Culture, and teacher experience. 
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Finding 1: Initial teacher training in arts and culture 
 
Regarding the aspect of teacher training this study indicates that in the Libode 
Mega-District educators responsible for tuition in the Arts and Culture learning area 
did not have professional training in Arts and Culture. A small number of educators 
had been trained in one or two components of Arts and Culture.  
Those educators who had had training in some of the components were mostly 
trained in the music component from the University of Transkei and others from the 
former colleges of education. One of the educators had formal training in music and 
visual art and another one had formal training in music and drama. The majority of 
educators responsible for Arts and Culture in the Libode Mega-District had absolutely 
no professional training in Arts and Culture. Consequently, teaching and learning is 
effective only on the theoretical part of the learning area and all educators agreed 
about the lack of effectiveness on the practical side due to their inability to 
demonstrate what needed to be done. Some educators explained that even though 
they discovered talent in some of the learners it was very difficult to nurture that 
talent due to their own lack of training.  
 
Inadequate teacher training contributes to the hindrance of smooth learner 
progression and also forgetfulness of most of the things learners were doing in the 
previous phase just before they graduated to the next phase. This was even more 
conspicuous when the educator in the present phase was not the same person who 
had been handling the previous phase.  
 
Educators, nevertheless, remarked that learners had an interest in the learning area; 
they were able to participate in whatever they were involved in despite hardships 
experienced by their teachers. Most educators declared that they resorted to 
selecting topics that they considered to be easy and of great interest to the learners. 
 
 
 
 
80 
 
Finding 2: Inclusion of the music component in initial teacher training 
 
The music component is one component in which educators experience fewer 
problems because it had more specialists among educators. Among educators with 
no professional training in any component, female educators experience fewer 
problems in the music component than their male counterparts. This is due to the 
fact that male teachers disliked music even when they were students themselves. 
Some used to run away during choir practices and as a result they did not have 
basic music knowledge as compared to their female counterparts.  
 
Finding 3: The drama component 
 
There was only one educator who had professional training in the drama component 
of Arts and Culture. All educators agreed that they used drama as practical part of 
this component but without stage lights and other equipment relating to acting.  
 
Finding 4: The dance component 
 
There were no educators who had been trained in this component. Every educator 
agreed to having serious challenges when it came to demonstrating, especially in 
ballroom dancing. The only section of this component deemed easy to handle by 
both educators and learners was traditional dance. 
 
Finding 5: The visual art component 
 
Only one educator had had professional training in visual arts. The two educators, 
who had had professional training in other components of Arts and Culture, except 
music, were from the same school. This school belongs to the former Ngqeleni 
District of Libode Mega-District. 
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Finding 6: Teachers’ experience in teaching arts and culture 
 
One of the findings of this study was that those educators who had been teaching 
Arts and Culture for five years and above had established their own ways of 
navigating through the learning area. Those who had been teaching Arts and Culture 
for one to four years complained of many challenges that they faced.  
In addition, educators who had received training in universities had more knowledge 
in their components of specialisation due to the depth of pedagogical knowledge 
they received.  
  
5.2.2 Theme B: Stakeholders’ support 
  
This theme has been divided into: support from the Department of Basic Education 
(DoBE), support from other educators, support from the outside community and 
support from the school management team. 
 
Finding 7: Departmental support given to arts and culture educators 
 
The DoBE was seen to be trying its best to assist Arts and Culture educators by 
providing workshops that would equip educators with the necessary skills and 
knowledge for the implementation of the Arts and Culture learning area. Although 
most educators agreed about getting support, they refered to the abovbe as 
inadequate and they all believed that the support they got did not help with their 
problems because of the following reasons:  
 The workshops were conducted over two to three days and due to the wide- 
ranging nature of Arts and Culture workshops did not cover important 
aspects, and most of the time did not address their problems.  
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Educators reported that they were given handouts on how to teach, how to 
plan and how to do learning programmes and work schedules. They were not 
equipped with the skills and knowledge required for teaching the learning 
area. 
 The workshops were conducted by educators who were not specialists in the 
field of Arts and Culture, thus, they were not well versed in the learning area 
in question. 
Most of the time these workshop facilitators were their colleagues who had received 
professional training in some of the components of Arts and Culture and were also 
struggling to implement this learning area. In most cases the workshop facilitators 
only focused on the component that they knew best.  
 
Finding 8: Support given to arts and culture educators by colleagues 
 
Some educators agreed that some educators who were trained in the music 
component helped others even during preparations for choir competitions, but 
others did not help colleagues in the circuit or even from the same school. Some 
educators said this lack of support from their colleagues was because they lacked 
knowledge and understanding   of this learning area and some just had no desire to 
assist.   
 
Finding 9: Support given to arts and culture educators by the surrounding 
communities 
 
Although many educators said there was no support from the outside community, a 
few of them acknowledged the indigenous knowledge assistance their learners 
acquired from the community.  
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Finding 10: Support given to arts and culture educators by their school 
management team (SMT) 
 
Regarding the school as an institution, educators pointed to schools’ unwillingness to 
spend on Arts and Culture equipment except for textbooks, paint and brushes.  
 
5.2.3 Theme C: Resource material and infrastructure designed for teaching 
and learning of arts and culture. 
 
Under theme C the findings have been dealt with under infrastructure and other 
teaching and learning resources. 
 
Finding 11: Availability of infrastructure suitable for the teaching of arts 
and culture 
 
In the Libode Mega-District there were no classrooms specially designed for teaching 
arts and culture. This learning area’s tuition took place in normal classrooms which 
were neither sound proofed to contain the noise nor wide enough for dancing. There 
was not enough space for painting and acting, thus, traditional dance was done 
outside the classroom to avoid the noise disturbing other classes. There were no 
practice rooms for learners to practice what they had learnt in class so as to develop 
mastery of practical activities. Some educators complained that even the available 
classrooms were not big enough to accommodate the large numbers of learners they 
had. 
 
Finding 12: Availability of other teaching and learning material and time 
 
The area of interest to me was the availability of textbooks, painting material, 
musical instruments, dance equipment, stage costumes and time allocation. 
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 Availability of textbooks 
 
Most schools in the Libode Mega-District had textbooks except for one school where 
the teacher had to borrow textbooks from neighbouring schools. 
 
 Painting material 
 
Although teachers themselves did not know what material was needed, they said 
they only had paint and brushes. Most teachers agreed that they did not use them 
because they did not have formal training in painting. Learners who had a natural 
talent in painting used the available material during their spare time to create any 
artwork and also helped other learners by introducing them to basics of painting and 
drawing. 
 
 Musical Instruments 
 
Most schools had no musical instruments whether western-style instruments or 
indigenous instruments. Only one school had a piano which was not used properly 
because the educator did not know how to play it. The reason put forward for not 
having musical instruments was that they were expensive. The only area in which 
learners got training was in using their voices. Most learners did singing lessons in 
choir practices and the most talented singers got advanced training for solo singing 
during school choir competitions. This study also found that teachers who were choir 
conductors and who trained learners in singing were mostly female teachers. 
 
Only one school had a traditional musical instrument (Umrhubhe). The educator in 
that school said she was teaching learners to play it to accompany the singing 
during traditional dancing. 
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 Dance Equipment 
 
What this study also found was that most schools had CD players that could be used 
to play CDs with dance music but the problem was that there were no CDs for the 
type of music required to teach dance. Some of the schools did not even have CD 
players let alone CDs to be played. No schools had the relevant attire for performers 
in either ballroom dance or traditional dance. 
 
 Stage and costumes 
 
None of the schools had a stage or costumes for actors who played different roles in 
drama performances. Not all schools in the Libode Mega-District did the practical 
part of the drama component. It was done by those educators who participated in 
acting as an extra-curricular activity while they were students in institutions of 
higher learning, however one educator had received formal training in drama from 
the Nelson Mandela Metropolitan University (NMMU). 
 
 Time Allocation  
 
All educators agreed that time allocated for tuition in Arts and Culture was very 
limited and that there was a lot of work to be done. Time allocated for periods 
differed from school to school but on average arts and culture was allocated four 
hours a week. This learning area was allocated time like other content learning areas 
but Arts and Culture educators felt that due to its wide-ranging nature and its 
practical work, it should be allocated more time to cover the all aspects thereof.  
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5.3 Summary of the Study 
 
All the efforts I put into this study were geared towards investigating challenges that 
Arts and Culture educators in the Libode Mega-District face in implementing arts and 
culture as a learning area in the Revised National Curriculum Statement.  
 
Firstly, I provided the background for its inclusion in the South African schools’ 
curriculum as it was not included in the school curriculum before 1994. The inclusion 
of this learning area was faced with many challenges, according to the findings of 
this study, especially in the rural schools of Libode. Most of these challenges 
emanated from the wide-ranging nature of Arts and Culture, inadequate training of 
educators, lack of resources and infrastructure, lack of specialists in the field of Arts 
and Culture, and unavailability of teacher training institutions to provide a 
comprehensive training programme in Arts and Culture, to mention but a few 
challenges.  
 
I also provided a theoretical framework in order to ground and contextualise the 
study within a more theoretical scope. The systems theory to curriculum change was 
chosen as the most relevant theory in this regard. According to Cookson, et al. 
(1992),  this approach analyses curriculum change in terms of inputs, processes and 
outcomes or outputs; for example, planning and adoption (inputs), implementation 
(process), and evaluation and institutionalization (outcomes). As advocated by 
Rajasekar (2010, p.1), the input to a given teaching/learning system consists of 
people, resources and information, and the output consists of people whose 
performance or ideas have (it is to be hoped) improved in some desired way. This 
theory was chosen for the following reasons:  
 It emphasizes the intimate link between the elements of the system, viz. 
input, process and output. 
 It takes into account the fact that any change in one or more elements may 
affect the overall performance of the system.  
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In this study I intended to highlight the gap between the input and the process for 
system maintenance and reform and its contribution towards the existing challenges 
in the implementation of the components of Arts and Culture. 
 
In specific terms, this study was aimed to address the following research questions: 
 
 What challenges do teachers face in implementing Arts and Culture as a 
learning area in the new curriculum? 
 How effective is teaching and learning in this area?   
 How does training of Arts and Culture educators impact on the 
implementation of the Arts and Culture learning area in the classroom? 
 What assistance do they need in order to improve teaching and learning? 
 Are the necessary resources to teach this learning area available? 
 
Relevant literature and my findings on studies related to this study were reviewed to 
establish the current status of knowledge pertaining to the challenges under 
investigation.  
 
Survey research design was used in this study together with random sampling to 
select ten schools from a population of three hundred and seventeen schools. From 
the ten randomly-selected schools twenty-two Arts and Culture educators were 
taken as the participants.  
 
Questionnaires and in-depth interviews were used as instruments to collect data 
from participants. Questionnaires were administered to participants and on the day 
of collection I also conducted face-to-face interviews with participants. After data 
were collected they were analysed and findings were presented. 
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This study revealed findings which are similar to those reviewed in the literature.  
The major challenges faced by educators were: 
 
 Inadequate teacher training meant a lack of relevant skills. Responses from 
participants revealed that in the Libode Mega-District the majority of 
educators who had to teach the Arts and Culture learning area were not 
trained in all four of the components, namely, Music, Drama, Dance and 
Visual arts. Some were trained in only one or two of these components and 
many were not trained in any of them at all. 
 
 Lack of departmental support was cited as a challenge. The support given to 
Arts and Culture educators by the Department of Basic Education was 
insufficient to address the challenges they faced. 
 
 Lack of support from management and staff at large was evident. 
Respondents revealed that the most difficult challenge was the management’s 
unwillingness to spend on the Arts and Culture learning area. 
 
 Lack of support from the surrounding community was disappointing. 
Participants attributed the lack of support from the surrounding community to 
ignorance, thus, educators took it upon themselves to be the sole sources of 
knowledge to the learners in this learning area.  
 
 Lack of resource material and infrastructure designed for teaching and 
learning of Arts and Culture hindered success. This study found that the only 
resource material, found useful by educators, was the use of textbooks. Other 
resources pertinent to effective teaching and learning in Arts and Culture 
were either not available or not properly utilised due to lack of utilising skills.  
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Responses from participants in this study revealed that the above-mentioned 
challenges made the implementation of arts and culture as a learning area very 
difficult.  
 
 
5.4 Implications 
The findings of this study have many implications on the well-run inclusion of Arts 
and Culture as a learning area in the South African school curriculum and also its 
smooth implementation. Careful consideration needs to be taken with regard to 
adequate teacher training and provision of resources, on one hand, and provision of 
the relevant infrastructure and sufficient stakeholder support on the other.  
 
Until institutions of higher learning, on one hand, provide comprehensive 
programmes in arts and culture to prepare the next generation of educators, 
inadequate teacher training in the field of Arts and Culture will always prevail. This 
inadequacy in teacher training is depriving learners of their constitutional right to be 
taught by specialist professionals in the learning area. Unfortunately, the present 
state of affairs unwittingly hinders the learners’ chances to specialise in the 
component of their own choice when they leave the GET band.  
 
The findings also imply that schools need to budget for purchasing of all pertinent 
teaching and learning material for arts and culture. Considering the number of years 
since the RNCS inception and the lack of arts and culture teaching and learning 
material in schools implies that gross neglect of the learning area is ongoing. 
 
 On the other hand, the DoE should ensure the availability of classrooms adapted to 
teaching of arts and culture. This implies large classrooms for dancing and acting, 
sound proofed to contain noise during music, drama, and dance practicals. Practice 
rooms where learners will be able to practice what they have learnt in class in their 
spare time and at their own pace should be made available.  
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The neglect of these challenges implies a serious threat to the existence of the Arts 
and Culture learning area and also to the realisation of the Department of Basic 
Education’s vision about the inclusion of this learning area in the South African 
schools’ curriculum. These challenges also undermine the government’s efforts to 
redress imbalances of the apartheid regime.  
 
In short, to facilitate the smooth implementation of this learning area and, at the 
same time, to realise government’s vision these challenges need to be addressed. 
 
5.5 Recommendations 
 
The following recommendations emanate from the findings and the implications of 
this study. I hope that these recommendations will help in the combating of the 
challenges faced by the arts and culture educators in the rural schools of the Libode 
Mega-District in the Eastern Cape Province of South Africa. 
 
Recommendation 1  
 
The DoBE should provide in-service training for arts and culture educators.  
 
It is recommended that the Department of Basic Education should conduct 
workshops at the beginning of each year to help even those educators who would 
be teaching the Arts and Culture learning area for the first time. These workshops 
should be held in the Libode Mega-District and the DoBE should invite specialists in 
each of these four components of Arts and Culture to continually equip educators 
and develop their knowledge and skills on these components of the learning area. 
The DoBE officials should, thereafter, make follow-up visits to ensure that educators 
follow the guidelines as set out in the workshops.     
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According to learning outcome (LO) 1 of the Arts and Culture learning area learners 
are expected to create, interpret and present work in each of the art forms (Revised 
National Curriculum Statement Document: grades R- 9). This implies that theoretical 
knowledge on its own is not enough; learners are expected to apply knowledge, 
techniques and skills to create a work of art. Having educators who, themselves, 
cannot create an art work means learners are disadvantaged and cannot perform. 
 
Recommendation 2  
  
Motivation and support by school management and other staff members.  
 
The school management should ensure the availability of teaching and learning 
material pertinent to Arts and Culture and also provide guidance to the educators in 
the learning area. For example, most schools in the sample had no musical 
instruments, paint and paint brushes, CD players or cassette players to play music 
for dance practicals let alone CDs or Cassettes to be played. This is some of teaching 
and learning material that the school management should provide. Other staff 
members could assist in choir practices, for example, and other performances even if 
it is just to maintain discipline among learners.   
 
Recommendation 3 
 
 Provision of support by the outside community.  
 
As custodians of their cultural heritage communities need to play a significant role in 
educating their children about norms and values embedded in their culture so that 
children learn to respect their culture thereby enabling them to respect and 
appreciate other cultures as well.  
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Learning outcome 2, according to the Arts and Culture learning area document, 
encourages learners to think about and critique their experiences, reflect and 
respond to their own work, their peers’ work and work of other artists as well as 
other cultures. As members of society learners should also participate in the Arts and 
Cultural activities in their respective society so as to learn the values of their culture.  
 
Recommendation 4 
 
 Building of classrooms suitable for teaching and learning of arts and 
culture.  
 
The practical part of this learning area involves, to some degree, certain levels of 
noise. It is recommended that Arts and Culture classrooms are sound proofed to 
contain the sound so that it does not disturb tuition in other learning areas. I also 
believe that having other learning material like pianos, recorders, uhadi, paint and 
brushes and other equipment relating to the practical part of the arts and culture 
learning area can motivate both teachers and learners to learn to use them. It 
cannot be over emphasised that practice makes perfect. 
 
Recommendation 5  
 
Equal distribution of resources in schools 
 
Authorities in the department of basic education, namely, departmental officials and 
school management teams should ensure an equitable distribution of resources for 
all components of Arts and Culture in all schools in the GET band. 
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Recommendation 6  
 
Creation of community art centres 
 
It is also recommended that the Department of Basic Education and the Department 
of Arts and Culture should work in collaboration with local government to build 
community art centres. These centres could help learners by providing access to all 
Arts and Culture facilities. 
 
5.7 Limitations of the study 
 
The geographical area and conditions of the roads in the Libode Mega-District in 
the Eastern Cape posed a threat to effective time management in this project 
since I personally went to distribute, collect questionnaires and conduct 
interviews. Furthermore, since I have had formal training in the music 
component of the Arts and Culture learning area, bias towards the music 
component of the learning area from time to time manifested itself throughout 
the work.  
 
Due to the fact that schools were preparing for the end of the year examinations, 
timing posed a threat to immediate completion of questionnaires and interviews. 
A limited budget also posed a threat to the study. Another impediment was the 
paucity of pertinent literature on Arts and Culture as a learning area.  
  
5.6 Conclusion 
 
The findings of this study revealed that existing problems in the implementation of 
Arts and Culture as a learning area are: inadequate teacher training, lack of 
resources and infrastructure and inadequate support given to Arts and Culture 
educators by other stake holders in education. The present chapter also presented 
the summary of the study, implications and recommendations, and lastly, the 
limitations of the study. 
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Appendix A 
 
EDUCATORS’ QUESTIONNAIRE 
 
 
INVESTIGATION INTO CHALLENGES FACED BY EDUCATORS IN IMPLEMENTING 
ARTS AND CULTURE IN THE RNCS: 
Focus on the Libode District. 
………………………………………………………………………………………………………………………… 
You are requested to answer this questionnaire. 
 
A Personal Particulars 
 
Please make a tick in the box most applicable to you. 
 
1. GENDER. 
 
 
2. HOME LANGUAGE 
1 2 3 4 5         0THER 
ISIXHOSA ENGLISH ZULU TSWANA  
 
3. TYPE OF SCHOOL IN WHICH YOU ARE WORKING 
PUBLIC PRIVATE FARM SCHOOL 
   
 
4. HOW MANY YEARS HAVE YOU BEEN TEACHING ARTS AND CULTURE 
1 2 3 4 
1-2 3-4 5-6 7+ 
 
 
 
 
 
 
1 2 
MALE FEMALE 
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B. CHALLENGES FACED BY EDUCATORS IN IMPLEMENTING ARTS AND CULTURE. 
1. I AM FACING SOME CHALLENGES IN IMPLEMENTING ARTS AND CULTURE AS A 
LEARNING AREA. 
1 2 3 4 5 
Strongly agree Agree Not sure Disagree Strongly 
disagree 
 
2. THERE IS EFFECTIVE TEACHING AND LEARNING IN THIS LEARNING AREA. 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
3. MY LEARNERS PERFORM WELL IN THIS LEARNING AREA. 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
4 I HAVE BEEN TRAINED IN ALL COMPONENTS OF THE LEARNING AREA. 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
5.  I HAVE BEEN TRAINED IN SOME COMPONENTS OF THE LEARNING AREA 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
If you have answered yes in the above statement, please mention those components 
in which you received training and the place where you got the training. 
…………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………
…………………………………………………… 
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C. ASSISTANCE PROVIDED FOR EDUCATORS RESPONSIBLE FOR ARTS AND 
CULTURE LEARNING AREA. 
1. I RECEIVE ASSISTANCE FROM THE DEPARTMENT OF EDUCATION. 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
  
2. I RECEIVE SUPPORT FROM OTHER ARTS AND CULTURE EDUCATORS IN MY 
CERCUIT. 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
3. I RECEIVE SUPPORT FROM THE H.O.D AND/OR THE PRINCIPAL. 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
4. I ENJOY SUPPORT FROM OTHER STAFF MEMBERS IN MY SCHOOL. 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
5. I RECEIVE  SUPPORT FROM THE COMMUNITY AT LARGE. 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
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D. AVAILABILITY OF RESOURCES AND INFRASTRUCTURE. 
1. THERE IS A CLASSROOM DESIGNED FOR TEACHING AND LEARNING OF ARTS 
AND CULTURE IN MY SCHOOL. 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
2. THERE ARE TEXTBOOKS AVAILABLE IN MY SCHOOL FOR BOTH EDUCATORS AND 
LEARNERS OF THE LEARNING AREA. 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
3. MY SCHOOL HAS THE NECESSARY EQUIPMENT AVAILABLE FOR TEACHING AND 
LEARNING IN THE LEARNING AREA. 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
4.THERE ARE PRACTICE ROOMS FOR LEARNERS TO PRACTICE FOR THE 
PRACTICAL PART OF THE LEARNING AREA. 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
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Appendix B 
Interview questions for Arts and Culture educators in the rural schools of Libode 
District  
Questions  
1. What challenges are you facing in this learning area? 
 
2. How effective is teaching and learning? 
 
3. How is the learners’ progression between the learning phases? 
 
4. What professional training do you have in this learning area? 
 
5. What kind of assistance do you receive from: 
 The Department of Basic Education? 
 The school community? 
 The school management? 
 Other educators in the circuit? 
 The outside community? 
 
6. What can you tell us about the infrastructure and other teaching and learning  
    material in this learning area? 
 
7. What is the general feeling of Arts and Culture educators about this learning  
    area in the circuit?  
 
8. What do you suggest needs to be done in order to improve teaching and  
    learning in this learning area? 
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Appendix C                                                                                             
 
                                                                                           Box 26 
                                                                      Ntlaza  
                                                                    5114  
                                                                                           11-11-2009 
 
The District Director 
Department of Education 
Libode District 
Libode 
5160 
 
Dear Sir 
 
RE-ASKING FOR PERMISSION TO CONDUCT RESEARCH 
 
I hereby request permission to conduct research in your District. The purpose of my 
research is to investigate challenges faced by educators in implementing Arts and 
Culture as a learning area in the Revised National Curriculum Statement (RNCS). 
This study is towards a completion of a master’s degree in advanced curriculum 
studies which I am currently enrolled in at WSU in Mthatha.  
 
I hope that my request will receive your favorable consideration. 
 
Kindly respond to this letter in writing. 
 
Yours Sincerely  
Vusumzi Z Nobanda 
…………… 
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Appendix D                                                                                             
 
                                                                                           Box 26 
                                                                      Ntlaza  
                                                                     5114  
                                                                                           11-11-2009 
 
The Principal 
Department of Education 
Libode District 
Libode 
5160 
 
Dear Sir/Madam 
 
RE-ASKING FOR PERMISSION TO CONDUCT RESEARCH 
 
I hereby request permission to conduct research in your school.The purpose of my 
research is to investigate challenges faced by educators in implementing Arts and 
Culture as a learning area in the Revised National Curriculum Statement (RNCS). 
This study is towards a completion of a master’s degree in advanced curriculum 
studies which I am currently enrolled in at WSU in Mthatha.  
I hope that my request will receive your favorable consideration. 
 
Kindly respond to this letter in writing. 
 
Yours Sincerely  
Vusumzi Z Nobanda 
…………… 
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Appendix E 
 
Department of Education 
                                                                                              Libode District 
                                                                                          P.O Box 218 
                                                                                                              Libode 
                                                                            5160 
                                                                                       13-11-2009 
 
Dear Sir 
 
PERMISSION TO CONDUCT RESEARCH 
 
It is with great pleasure to inform you that the Acting District Director of the Libode Mega-
District has granted you permission to conduct research in the District as you requested. 
Furthermore, the Acting District Director wishes you all the best in your endeavour. 
 
 
Yours Sincerely 
 
.......................... 
 
M. Mkentane (Acting District Director)                                              Date: 13-11-2009 
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Appendix F 
 
                                                                                                                  Libode Mega-District 
                                                                                           Libode 
                                                                                        5160 
                                                                                                   25-11-2009 
 
Dear Sir 
 
GRANTING OF PERMISSION TO CONDUCT RESEARCH 
 
The above mentioned school hereby grants you permission to conduct research as per your 
request.  
 
Yours Sincerely 
............................( School Principal) 
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Appendix G 
 
WALTER SISULU UNIVERSITY 
FACULTY OF EDUCATION 
DEPARTMENT OF EDUCATIONAL RESEARCH 
 
INFORMED CONSENT 
 
Title of the study: 
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
________________________________________________ 
 
Conducted by: __________________Name of Main Supervisor (if 
applicable)_______________ 
The purpose of the study and the extent to which I will be involved was explained to me in a 
language which I understood. I have understood the purpose of the study and the extent to 
which I will be involved in the study. I unreservedly agree to take part in it voluntarily. 
 
I understand that I am free to withdraw from the study at any time at any stage at my own 
will. I have explained to my parent/guardian that I am willing to be part of this study and they 
too have agreed to it. 
 
Signed at (Place)__________________ on (date) ______________by (Full Name) 
__________________________ of 
(address)________________________ 
 
Witness: Name____________________: Signature: _____________ 
Date:_________________ 
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